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OPTIMAL EDUCATIONAL EXPERIENCES 
AND THEIR RELATIONSHIP TO SELF-CONCEPT AND FLOW 
IN ADOLESCENT HIGH-ABILITY AND GIFTED LEARNERS
ABSTRACT
The purpose o f this study was to investigate the relationships between field-based, 
experiential (nonclassroom) education ofprecollegiate learners; classroom-based 
education o f precollegiate learners; their self-concept; and optimal experience, as defined 
by Csikszentmihalyi’s (1990) theory o f flow. For purposes o f analysis, the study 
participants were divided into three groups o f  ability (high-ability, gifted, and highly 
gifted) based on their combined SAT scores. Three self-report research instruments were 
used for data collection: an investigator-developed Experience Survey, an investigator- 
developed Multidimensional Flow Scale, and the Multidimensional Self Concept Scale 
(Bracken, 1992).
It was anticipated that the intensity o f participation and frequency o f flow in 
nonclassroom educational contexts would have a significantly higher perceived benefit to 
learners and perceived occurrence, respectively, as compared to those in classroom 
educational contexts. It was also expected that positive relationships would exist between 
experience, self-concept, and flow.
It was concluded that experiences in the nonclassroom educational context resulted 
in a significantly higher perceived benefit and frequency of global flow in learners as 
compared to those in classroom educational contexts. Many meaningful positive 
relationships were found between the intensity o f participation in educational experiences,
xix
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self-concept, and flow, with the strongest relationships existing between aspects o f  self- 
concept and flow.
Further research is needed to better understand the benefits o f  particular 
educational activities, their potential influence on the development o f  self-concept and on 
experiences o f flow, and the interplay between and among these variables.
LISA ANN SCHENKEL 
EDUCATIONAL POLICY, PLANNING AND LEADERSHIP 
THE COLLEGE OF WILLIAM AND MARY IN VIRGINIA
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Chapter 1: The Problem 
Introduction
In today’s educational environment, concerns often center around how to make 
learning meaningful to all learners (Littky & Allen, 1999; Rogers & Renard, 1999; Sizer, 
1999; Tomlinson, 1999). Students who are actively involved learners experience 
productive growth; whereas, those who are passive, uninvolved learners tend to lose 
ground (Caine & Caine, 1994; Krystal, 1998/1999; Rogers & Renard, 1999). Uninvolved 
students effectively withdraw from meaningful learning in the traditional school 
environment (Wesley, 1998/1999). This occurs especially when students’ classroom 
experiences do not meet their educational needs, such as is often the case with gifted 
learners who find themselves unchallenged and bored (U.S. Department o f Education, 
1993). As a result, such students can easily get overlooked by teachers, parents, and 
counselors and “slip through the cracks.” Consequently, society reaps the tragic 
outcomes o f  such events as the school shooting in Littleton, CO. By many news 
accounts, the “shooters” in Littleton were quite talented, especially in the area o f 
technology.
Although many would claim that those o f gifted ability do not need any particular 
nurturing in order to function successfully in society, many human development experts 
would disagree. “Whether or not growth and development occurs [...] depends, however, 
upon the kind and quality of the person’s interaction with the environment” (Sprinthall, 
1978 , p. 3). In other words, positive growth is not automatic. In fact, most gifted
2
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students in the United States “are restrained by the lack o f depth in the regular school 
program and by the limitations o f many special programs designed for them (U.S. Dept, 
o f  Education, 1993, p. 23). The number o f students at all ability levels whose needs get 
overlooked by the educational system seems to be getting larger and larger in the context 
o f  growing class sizes and increasing demands on teachers to cater to the individualized 
needs o f a wider range o f students (Klonsky & Klonsky, 1999; Sizer, 1999).
To prepare students to become involved members o f society, educators should 
utilize approaches and activities that actively engage learners and provide them with the 
needed skills and abilities for meaningful, life-long learning. Students are faced with 
living in a society that increasingly requires the use o f  higher-order thinking skills and the 
ability to get along with people from diverse backgrounds. In response to the reality o f an 
increasingly complex society, educators need to encourage student involvement in 
educational challenges that stretch students’ critical thinking abilities and promote 
positive interpersonal relations. Otherwise, the potential o f negative outcomes for both 
the individual and for the society are evident: isolation, despair, delinquency, and 
violence (Klonsky & Klonsky, 1999).
At the very least, potential talent is wasted -  on a personal level, through the lack 
o f  self-development, and, on a societal level, through the absence of well-developed 
personalities, inventions, ideas, and creative products and performances. Consequently, 
both individual lives and society as a whole suffer the consequences o f  such loss o f 
potential.
How can educators encourage student involvement in active, life-long learning 
and keep them from “slipping through the cracks”? How can teachers meet the
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challenge o f  satisfying students’ diverse needs for growth? Which educational contexts, 
or combinations thereof, best facilitate learning? Which contexts best meet the needs of 
which learners? To find answers to these questions, both the individual learner and the 
context in which learning takes place must be considered.
The Baby and the Bath Water 
If  human growth is a function o f the interaction o f nature and nurture, that is, 
dependent upon (a) the innate existence o f interacting domains o f individual development 
and (b) the environment or educational context, then formal educational structures must 
strive to incorporate the knowledge o f  each, as both separate and interacting entities. 
Although individual learners are unique in themselves, they share particular 
developmental domains and psychological structures. Similarly, the quality o f various 
learning environments differs even when the environments share aspects o f structure. It 
follows that the way an individual learner interacts with his or her particular learning 
environment is crucial to one’s balanced development.
The Baby
Developmental domains. Growth o f an individual involves development in many 
areas in order to achieve a full and balanced life. Holistic education recognizes four 
major areas o f  development: physical, cognitive, affective, and spiritual (Suhor, 
1998/1999). To grow in these areas, one needs to be fed or nourished. As with all areas 
o f need, satisfaction is never complete; it is temporary. The need to be nourished is 
continual, whether that need be physical, cognitive, affective, or spiritual. Without 
nourishment (in the form o f food, water, and exercise and intellectual, social, and 
spiritual stimulation), growth tends to be nonexistent or minimal, and one often regresses.
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O ne’s various needs and subsequent attempts to satisfy these needs propels 
individual development. A delicious meal may not only satisfy one’s hunger, but it may 
entice one to return to the same restaurant, to taste new menu items and cultivate a more 
refined palate, or to attempt new recipes. Similarly, a discussion that invigorates the 
mind may lead one to seek out related knowledge and to participate in additional such 
discussions at increasingly higher levels o f intellectual interaction. In essence, a type of 
dialectical tension exists between the self and the environment. It is this ongoing 
interaction that is required in order to grow.
An interactive system. Although physical, cognitive, affective, and spiritual 
development can be viewed as separate domains, they can also be viewed as intimately 
connected and interacting systems within each individual. The level o f development in 
the four domains o f  development naturally exist in unique combinations within each 
person. They are, therefore, naturally linked either by the individual psyche or self 
(Freud, 1949) or by the brain as it processes one’s experiences, which, in turn, influence 
an individual’s behavioral patterns (Skinner, 1971).
According to the developmental theory o f Piaget (1972), development involves a 
universal process that occurs in sequential stages at which times a child’s mental 
apparatus is completely reorganized (Feldman, 1982a). “Development, Piaget said, sets 
the limits on and specifies the qualities o f  learning; while learning can be influenced by 
the environment (i.e., by education), development cannot be” (Feldman, 1982a, p. 26). It 
is evident that interactions within the individual as well as between the individual and the 
environment occur.
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In addition, cognitive scientists have explored cognitive functioning as it relates to 
intellectual performance. Although certain abilities, such as memory, are considered 
common human abilities, “it is acknowledged that not everyone has the memory 
capability o f  a chess master” (Feldman, 1988, p. 288). Therefore, while certain core 
abilities may exist, the development o f these core abilities and the capacity for 
development o f  these core abilities varies (Feldman, 1988).
Cognitive scientists have also been exploring achievement o f  individuals by 
considering the various cognitive processes involved. Although time and effort have 
been emphasized as critical to achievement (Simon & Chase, 1973), they are not 
sufficient, on their own, for achievement at extraordinary levels (Feldman, 1980;
Gardner, 1983). In looking more closely at those who achieve at outstanding levels, 
research (Csikszentmihalyi, 1996; Feldman, 1982b; Gruber, 1980,1981; Simonton, 1999) 
has focused on both “the unique capabilities o f  specific individuals, as well as on the 
unique demands made by various fields o f endeavor” (Feldman, 1988, p. 289).
An independent consciousness. Amid the different viewpoints as to the nature 
and structure o f  the human psyche, there seems to be an acknowledgment o f the existence 
o f  a consciousness that has the potential to act both in conjunction with and 
independently from one’s environment and from one’s subconscious needs and drives. If 
the ego consciously directs a person’s actions and is the “executor” o f who an individual 
is, that is, one’s personality (Freud, 1949), and if one chooses life goals that create 
meaning, direct their energies, and are reflected in the whole o f  their evolving 
personalities (Adler, 1964; Jung, 1961), then it follows that conscious control o f one’s
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energies or attention would lead to meaningful, individual growth (Csikszentmihalyi, 
1990).
Frankl (1959) provided supportive evidence o f  an independent human 
consciousness in his presentation o f the typical psychological characteristics o f prisoners 
in concentration camps. He questioned the theory that humans are solely products o f 
environmental and conditional factors, whether these factors be psychological, 
sociological, or biological. His own experience as a concentration camp inmate offered 
evidence that, regardless o f the influence o f one’s surroundings, an individual still has 
choices. According to Frankl, people “can preserve a vestige o f spiritual freedom, o f 
independence o f  mind, even in such terrible conditions o f  psychic and physical stress” (p. 
74). By choosing one’s attitude, “one could make a victory o f those [concentration camp] 
experiences, turning life into inner triumph, or one could ignore the challenge and simply 
vegetate, as did a majority o f the prisoners” (p. 81). In other words, people are not 
completely at the mercy o f their particular circumstance.
Gifted learners. As in all areas o f nature, variety exists in abundance. Differences 
occur across physical, cognitive, affective, and spiritual domains, in infinite 
combinations, as expressed by the uniqueness o f  human personalities. Gifted learners, 
similar to all learners, have unique combinations o f aptitudes and abilities, and therefore 
unique individual needs.
As a group, their advanced intellectual capacities also tend to create different sets 
o f academic, social-emotional, and academic planning and career counseling needs from 
those o f  other learners. In terms o f  academic needs, high-ability learners require “a level 
o f transformation, abstractness, complexity, multifacedtedness, mental leap,
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open-endedness, problem ambiguity, independence, or pace suited to advanced learning 
capacity” (Tomlinson, 1996, pp. 172-173). Their social-emotional needs emerge from a 
combination o f sensitivity, perfectionism, intensity, and introversion (Silverman, 1994).
A particular area o f vulnerability in gifted learners is that o f  self-concept, or how they 
perceive themselves, specifically in the areas o f global and social self-concept (Robinson 
& Noble, 1991). Interestingly, self-concept has been shown to be an important factor 
influencing student behavior and achievement (Lewis, 1994). A final area of concern for 
gifted learners relates to vocation. They often face difficulties in career choice due to five 
main issues: “multipotentiality, expectations o f others, high self-expectations, the need 
for extended education, and social isolation” (Culbertson, 1985, p. 16).
The Bathwater
Environmental interactions. In order for educational structures to incorporate the 
knowledge regarding individual learners and various learning contexts, educators first 
need to recognize that an individual must be actively involved in the challenge presented 
by one’s environment in order to grow (Csikszentmihalyi, 1990; Csikszentmihalyi & 
Csikszentmihalyi, 1988; Deci, 1975). Optimal experience, termed “ flow,” occurs when 
degree o f challenge and skill level are optimally matched (Csikszentmihalyi, 1990; Deci, 
1975; deCharms, 1968; Ellis, 1973; White, 1959). If  the environment fails to offer 
challenges appropriate to one’s skill level, then the individual either loses interest or 
becomes frustrated (Csikszentmihalyi, 1990; Csikszentmihalyi & Csikszentmihalyi,
1988; Deci, 1975; Larson, 1988). It follows that similar results occur if  an individual 
brings nothing in terms o f  requisite skill or potential to the challenge. A student who has 
not developed personal qualities, such as perseverance and risk-taking, along with
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strategies and ethics with which to approach life’s tasks is ill-prepared to face life’s 
challenges, at whatever level they may appear.
In other words, people are more likely to experience satisfaction and enjoyment 
when they are actively engaged in the journey o f life. As Rilke (1934) so eloquently 
stated in Letters to a Young Poet.
...be patient toward all that is unsolved in your heart and try to love the questions 
themselves like locked rooms and like books that are written in a very foreign 
tongue. Do not seek the answers, which cannot be given you because you would 
not be able to live them. And the point is, to live everything. Live the questions 
now. Perhaps you will then gradually, without noticing it, live along some distant 
day into the answer. Perhaps you do carry within yourself the possibility o f 
shaping and forming as a particularly happy and pure way o f living; train yourself 
to it -  but take whatever comes with great trust, and if  only it comes out o f your 
own will, out o f  some need o f your inmost being, take it upon yourself and hate 
nothing, (p. 35)
In order to be actively engaged in their education, learners need appropriate, and 
interesting content and contexts. Both conventional classroom learning and experiential 
learning processes deserve consideration. “Students differ widely in what they learn and 
in the outcomes o f  their participation in any educational program, whether using a 
traditional or an experiential format” (Waterman, 2000, p. 6). Learning within the 
conventional classroom usually occurs through the transmission o f knowledge or 
information from teacher to student. In contrast, learning outside o f  the conventional 
classroom occurs through taking or observing action, followed by directly or indirectly
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experiencing the consequences o f  a particular action (Coleman, 1977). Both types o f 
learning processes are valuable because different personalities and different aspects o f 
learning require a variety o f approaches.
The conventional pattern o f  learning occurs through a process o f  information 
assimilation. Four basic steps are involved: (a) receiving information through some type 
o f  symbolic medium, such as a book or lecture, in which words are symbolic; (b) 
organizing information in such a way as to understand general principles; (c) inferring 
particular applications from broader principles; and (d) taking action based on the new 
knowledge (Coleman, 1977). A person must complete all four steps in the process in 
order for the information received to be o f everyday use.
Conversely, the experiential pattern o f  learning occurs through a somewhat 
reverse process (Coleman, 1977). The four basic steps start with the learner taking or 
observing an action and experiencing or observing the consequences. Then the learner 
gains an understanding o f  the effects o f an action in a particular instance. Next, the 
learner generalizes from the particular instance to the overriding principle, understanding 
the link between action and consequence in various instances. The final step in the 
experiential pattern o f  learning is the application o f the larger principle in a different 
circumstance.
The assimilation pattern o f  learning has both benefits and drawbacks. It is 
efficient use o f time for large numbers o f students. Also, it is organized into a structure 
that ties collections o f different facts together logically and makes generalizations clear. 
The weakest aspect in this learning pattern is the movement from thinking and 
understanding at a symbolic level to taking action at a concrete level (Coleman, 1977). In
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addition, the assimilation pattern of learning initially depends on extrinsic rather than 
intrinsic motivation, and the approach yields poorer results with those who have problems 
using language.
The experiential pattern also has positive and negative aspects. Because one 
directly experiences the consequence o f an action, the learner often gets clear guidance 
regarding future actions. Many students who perform poorly in written form, show 
strong behavioral evidence o f having understood a particular phenomenon well. In 
addition, experiential learning is usually intrinsically motivated, since the action occurs 
first and the need for learning is clear at the outset. A few important learning outcomes 
o f  experiential education are worthy o f note. One is the growth in self-understanding, 
especially in the context o f internships (Sweitzer & King, 1999). The other is the 
building o f character or moral sense, especially through service learning, in which youth 
are placed in community contexts “where the curriculum deliberately makes connections 
between learning and helping others” (Boston, 1997). The experiential learning process, 
is, however, time-consuming, and it is not effective when the consequence o f a particular 
action is unclear, due to being distant in space or time (Coleman, 1977). The most 
difficult step seems to be moving from the particular to the general and gaining 
understanding o f the overall principle involved. For this reason, a reflective component 
is considered essential to deeper understanding.
The success o f  the experiential learning process, as for all processes, varies with 
each learner. “For any given program in experiential education, each student starts from 
a different place in terms o f  motivation, prior learning, cognitive skills, psychosocial 
functioning and personality, their social context, and their objectives for participation”
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(Waterman, 2000, p. 6). When new information connects with information that already 
exists in the learner’s mind, meaningful learning results (Cross, 1994). Given the 
different strengths and weaknesses o f both learning processes, it is important to consider 
which mix o f approaches is appropriate for particular learners at given times.
It is evident that both the unique needs o f an individual as well as the 
appropriateness o f environmental challenges and contexts need to be taken into 
consideration when planning meaningful educational experiences for all learners. In 
considering both the individual learner and the educational context in which learning 
occurs, it would be valuable to explore the range o f  aspects o f  the self in which an 
educational activity and/or context facilitates positive growth. Such knowledge would be 
especially valuable in finding ways to help students develop healthy, balanced lives.
Significance o f the Study 
In response to the shift from an industrial-based to a service and knowledge- 
oriented society, educators need to consider and develop flexible and responsive 
pedagogical options and strategies. “The greatest demand on education for the future will 
be to prepare students to think, to solve problems, to apply knowledge, to engage in 
constructive teamwork, and most important o f all, perhaps, to develop their capacity to 
continue to learn throughout their lives” (Cross, 1994). In a recent survey regarding how 
to meet the changing needs o f  today’s learners, students, parents, and teachers proposed 
an experiential learning option as their number one response. They recommended that 
increased opportunities for internships would make education more effective (NSEE 
Foundations Document Committee, 1998).
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For many learners o f  all ability levels, the opportunity to engage in hands-on, or 
experiential learning, is an optimal way for them to discover and/or demonstrate their 
potential. In addition, the preferred learning style o f today’s student is concrete learning 
in a social context (NSEE Foundations Document Committee, 1998). Although gifted 
students have been shown to have different learning styles from nongifted students 
(Dunn, Griggs, Milgram, & Price, 1997/1998; Pederson, 1984), experiential learning 
approaches are also important for them.
In the United States, gifted students show strong preferences for learning along or 
with those o f  similar ability “in a formal instructional environment with minimum 
externally imposed structure” (Cody, 1983; Dunn & Price, 1980; Ricca, 1983, 1984; as 
cited in Honigsfeld, 2000, p. 41). In addition, studies o f American gifted students 
revealed that they “were able to capitalize on multiple perceptual strengths and leam new 
and difficult information through auditory, visual, tactual, or kinesthetic approaches” 
(Honigsfeld, 2000, p. 41). Interestingly, a preference for tactual instruction resources 
were found among students with high grade point averages (Jenkins, 1991).
Cross-culturally, although some gifted students preferred highly structured 
environments, such as in Taiwan (Lo, 1994), others preferred informal environments for 
learning, such as in Mexico (Ponce Meza, 1997). Furthermore, “American (Dunn, 
Griggs, & Price, 1993), Guatemalan (Sinatra, Sazo de Mendez, & Price, 1993), and 
Taiwanese (Lo, 1994) high achievers preferred kinesthetic approaches;” (as cited in 
Honigsfeld, 2000, p. 41) whereas, the high-achieving samples from Israeli (Milgram & 
Price, 1993) and the Phillippines (Ingham & Price, 1993) preferred a visual learning 
modality. Korean gifted learners showed a preference for both kinesthetic and visual
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approaches (Suh & Price, 1993). Finally, Hungarian high achievers preferred a tactual 
approach to learning (Honigsfeld, 2000). Given the variety o f learner preferences and 
needs o f learners at all ability levels, experiential learning becomes highly relevant in the 
current educational context.
In many respects, the goals o f experiential learning coincide with the goals o f a 
sound education: “to [link] theory and practice, to [develop] effective citizens, and to 
[prepare] students to be lifelong learners” (Eyler, 1995). Even though research on 
experiential learning reports gains in both academic and nonacademic areas (Cross,
1994), many experiential learning programs fail to gain or maintain support among the 
teaching community because the programs are not viewed as being effective, especially 
given the fact that they require extensive time and effort (Eyler, 1995). When faculty 
members are provided clear evidence o f  program effectiveness as well as adequate 
support to implement such programs, they are more likely to embrace experiential 
learning (Hammond, 1994; Stanton, 1994).
There has been increased interest in studying experiential education in recent 
years (Furco, 1998), but few studies exist that relate experiential education specifically to 
high-ability, gifted, and highly gifted learners and to their development o f  self-concept 
(Alton, 1981; Csikszentmihalyi, Rathunde, & Whalen, 1993; Hebert, 2000).
Although research does exist regarding the self-concept o f  gifted students, the 
findings are inconsistent. Much o f the literature suggests that self-concept among gifted 
students tends to be higher than that o f  nongifted students (VanTassel-Baska, 1993). 
There are, however, discrepancies among the gifted students based on race, 
socioeconomic status, and gender (VanTassel-Baska, 1993). Also, many studies have
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only used measures o f  global self-concept. As such, they cannot sufficient address issues 
related to domain-specific self-concept.
One o f  the first scales to measure the multidimensional aspects o f self-concept 
was the Self-Esteem Index (Brown, 1991). Surprisingly, gifted students did not report 
significantly higher mean scores than did the normative group, even though the areas 
measured included “Familial Acceptance, Academic Competence, Peer Popularity, and 
Personal Security” (Keith & Bracken, 1995, pp. 138-140). Similarly, a meta-analysis 
found that there was “no significant difference between the social self-concepts o f gifted 
students and students average in academic achievement” (Hoge & Renzulli, 1993, as 
cited in Bemdt & Burgy, 1995, p. 201). One exception was a study using Harter’s Self- 
Perception Profile for Children (for children and adolescents) that reported that in a 
sample o f  gifted adolescent girls, those with higher IQs had lower scores on the social 
subscale (Callahan, Cornell, & Loyd, 1990). The need for studies that look more closely 
at the specific areas o f  self-concept in gifted learners is evident (Crain & Bracken, 1994).
In terms o f the study o f  flow, there have been numerous studies o f  the frequency 
o f flow during various activities (Csikszentmihalyi & Csikszentmihalyi, 1988; 
Csikszentmihalyi, Rathunde, & Whalen, 1993) and among those o f high creative ability 
(Getzels & Csikszentmihalyi, 1976). Interestingly, research supports the existence o f a 
positive relationship between flow and self-concept (Wells, 1988; Csikszentmihalyi & 
Csikszentmihalyi, 1988). There is, however, a lack o f research looking at the relationship 
between flow and various domains o f self-concept in the context o f  experiential learning.
This study examined the impact o f field-based, experiential (nonclassroom) 
education and classroom-based education on the development o f  global and domain-
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specific self-concept and on the frequency o f  flow. The research focused on precollegiate 
learners o f high, gifted, and highly gifted ability in an attempt to further the 
understanding o f  how parents, teachers, counselors, and school administrators can better 
meet these learners’ developmental needs and, thus, better prepare students for lifelong 
learning in today’s constantly changing global market. By considering the relationships 
between flow and the development o f global and domain-specific self-concept, this study 
was intended to yield insights regarding the way various educational activities potentially 
influence particular aspects o f  human growth. As such, this research can contribute 
valuable information to the decision-making process surrounding the provision o f  both 
field-based, experiential and classroom-based gifted education programs.
Statement o f the Problem 
The purpose o f this correlational study was to examine the relationships between 
field-based, experiential (nonclassroom) education and classroom-based education o f 
precollegiate, high-ability, gifted, and highly gifted learners; their self-concept; and 
optimal experience, as defined by Csikszentmihalyi’s (1990) theory o f flow, in order to 
understand how best to meet the developmental needs o f these learners. The research 
focused on the degree and overall intensity o f  the participation in educational activities, 
the relationship o f educational experiences and global and domain-specific self-concept, 
the nature o f  flow as experienced in the context o f  educational activities, and the 
relationships between flow and the development o f  global and domain-specific self- 
concept. Accordingly, the following research questions were asked.
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1. (a) How do the degree and overall intensity o f participation in field-based, 
experiential education (nonclassroom) and classroom-based education vary among 
precollegiate learners based on variables o f gender and ability?
(b) Do intensity o f  participation ratings differ significantly on the basis o f  context (i.e., 
nonclassroom versus classroom) and in terms o f  gender and ability?
2. How do global and domain-specific self-concepts vary among precollegiate 
learners based on variables o f gender and ability?
3. (a) How do global and domain-specific frequency o f  flow experiences in field- 
based, experiential education (nonclassroom) and in classroom-based education vary 
among precollegiate learners based on variables o f  gender and ability?
(b) Do global flow ratings differ significantly on the basis o f  context (i.e., nonclassroom 
versus classroom) and in terms o f gender and ability?
(c) Do domain-specific flow ratings differ significantly on the basis o f  context (i.e., 
nonclassroom versus classroom) and in terms o f gender and ability?
4. What are the relationships between the degree and overall intensity of 
precollegiate participation in field-based, experiential education (nonclassroom) and the 
degree and overall intensity o f classroom-based education; both global and domain- 
specific self-concept; and global and domain-specific flow in both nonclassroom and 
classroom educational contexts based on variables o f gender and ability?
Operational Definitions
Experiential Learning
Experiential learning involves directly encountering the particular aspect o f the 
world being studied. It is grounded in action, or the philosophy o f learning by doing, and
R e p ro d u c e d  with p erm iss ion  of th e  copyright ow ner.  F u r the r  reproduction  prohibited without perm iss ion .
Experiences, Self-Concept, and Flow 18
it involves encountering concrete applications o f  abstract concepts (Keeton & Tate, 1978; 
Cross, 1994). For the purposes o f  this study, field-based, experiential learning 
(sometimes shortened to “nonclassroom educational context”) included activities in the 
following categories: cheerleading/pom pons/majorettes, clubs, community 
service/volunteer work, intemships/mentorships, jobs, performing/creative arts (art, 
dance, drama, music), religiously based activities (mission work, altar server, 
fellowship/recreation), Scouts, sports teams, student government, and travel. 
Classroom-Based Education
For the purposes o f this study, classroom-based education included traditional 
classroom-based instruction in academic subjects. These included English, foreign 
language, history/social studies, math, and science.
Self-Concept
Self-concept, sometimes referred to as self-esteem, refers to how people perceive 
themselves. For the purposes o f  this study, the construct o f self-concept was considered 
from a behavioral viewpoint that incorporated the multifaceted nature o f  self-concept. 
“The construct represents individuals’ learned evaluation and judgements o f themselves 
based on their successes and failures, reinforcement histories, and the ways in which 
others react to them and interact with them” (Bracken, 1996). Perceptions o f  self-concept 
were considered in six domains: social, competence, affective, academic, family, and 
physical (Multidimensional Self Concept Scale, Bracken, 1992).
Flow
Flow, or optimal experience, is “the state in which people are so involved in an 
activity that nothing else seems to matter; the experience itself is so enjoyable that people
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will do it even at great cost, for the sheer sake o f doing it” (Csikszentimihalyi, 1990, p.
4). As an experience that is intrinsically rewarding, flow occurs when challenge level and 
skill level are optimally matched (1990). For the purposes o f this study, frequency of 
flow was considered in eight different domains: social, competence, affective, academic, 
family, physical, creative, and spiritual.
Ability Levels
For the purposes o f the study, the participants were divided into three groups of 
ability (high-ability, gifted, and highly gifted) based on their combined SAT scores.
Those designated as high-ability (46, 33.82%) had scores ranging from 1030 to 1290 (M 
= 1207; SD = 78.01). Those designated as gifted (48, 35.29%) had scores ranging from 
1300 to 1390 (M = 1347; SD = 28.65), and those designated as highly gifted (42,
30.89%) had scores ranging from 1400 to 1530 (M = 1453; SD = 40.79).
It was reasonable to designate those with scores ranging from 1030 to 1290 as the 
lowest grouping (high-ability) because the scores o f the entire group fell below the mean 
combined score o f 1316 for William & Mary’s entering freshman 2000 class. Also, the 
term high-ability was appropriate because William & Mary is considered a “most 
selective” college, accepting only 38% o f those who applied for the freshman 2000 class. 
Seventy-nine percent o f  the freshman 2000 class graduated in the top tenth o f their high 
school classes. In general, those who apply to William & Mary are enrolled in the 
highest level high school courses that are available to them. These often include 
Advanced Placement courses, dual enrollment, and International Baccalaureate programs. 
As such, the overall profile o f  all students selected for the freshman class can reasonably 
be considered to fit the category o f high-ability.
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The designation o f participants with scores ranging from 1300 to 1390 as the 
middle ability group and calling it gifted also seemed reasonable. O f those William & 
Mary students admitted in 2000, the largest percentage (34%) scored between 1300 and 
1390 on their SATs. Similarly, 35.29% of the study participants scored within that same 
range. Finally, designating the participants whose scores ranged from 1400 to 1530 as 
the highly gifted group seemed reasonable because these scores align with the criteria that 
William & Mary uses to select Monroe scholars (1400 or above).
Conclusions
Given the current need for educational approaches that make learning meaningful 
for a variety o f learners, this study’s focus on various types o f educational activities and 
aspects o f  their influence makes it a valuable contribution to the field. By considering 
self-concept, in particular, the research revealed relationships that exist between 
educational experiences and many aspects o f individual learners. Instead o f looking only 
at achievement, for example, one can get a more comprehensive perspective on a person 
through the assessment o f the subdomains o f  self-concept (social, competence, affect, 
academic, family, and physical). Examining which activities take the form of optimal 
experiences was also important, since understanding student motivation is valuable 
information for educators. Finally, given the unique needs o f  gifted learners and the 
dearth o f  educational programs aimed at addressing those needs, the study’s particular 
emphasis on learners o f high, gifted, and highly gifted ability was warranted. The 
findings o f the study, however, can benefit all learners.
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Chapter 2: Review o f the Literature 
Introduction
Although human development occurs at different rates and times and to different 
degrees, it occurs in everyone, regardless o f  either the individual or the environment. The 
nature and quality o f individual growth, however, is not necessarily positive. 
Consequently, the type o f development that occurs is o f special concern to parents, 
teachers, counselors, and school administrators as they prepare children and adolescents 
for the joys and responsibilities o f adulthood and lifelong learning. When educational 
approaches and structures are able to make learning meaningful to the particular students 
involved, then those students are more likely to be actively engaged learners who 
experience positive outcomes at both individual and societal levels (Littky & Allen, 1999; 
Rogers & Renard, 1999).
This study examined how various qualities develop in adolescents, as reflected in 
their various perceptions o f themselves. It focused on those experiences that promote 
positive growth in high-ability, gifted, and highly gifted learners in an attempt to gain 
insights regarding how best to accommodate the needs o f  these learners.
The following exploration o f the literature examines four strands o f knowledge 
that are relevant to the overall study: (a) gifted learners at the high school level, (b) self- 
concept, (c) optimal experience, as defined by Csikszentmihalyi’s (1990) theory o f flow, 
and (d) experiential learning. The first section o f  the literature review considers what is 
known about the needs o f  gifted learners at the high school level. It also addresses the
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elements that support their optimal development. In this context, classical, school-based 
interventions -  such as acceleration and grouping -  as well as nonclassroom-based 
interventions -  such as mentorships -  are explored. The second section, focusing on self- 
concept, looks at both the global and domain-specific aspects o f  the construct. It also 
addresses self-concept during late adolescence and early adulthood and in gifted learners. 
In the third section, the concept o f flow is considered. The nature o f flow and its 
relationship to quality o f experience are explored. The relationship between flow and the 
creative process is also addressed. The final section o f the literature review examines 
what is known about experiential learning: its theoretical underpinnings, categories and 
characteristics, and high school level use with gifted learners.
Gifted Learners
Identified Needs
The identified needs o f gifted learners are categorized into three basic areas: 
academic, social-emotional, and academic planning and career counseling. Academic 
needs involve issues o f  curriculum, pace, and grouping. Social-emotional needs 
encompass both intra- and interpersonal skills and issues as well as common personality 
traits among the gifted population. Finally, academic planning and career counseling 
needs focus on those needs resulting from the unique combinations o f  high, academic 
ability and social-emotional traits in those who are gifted.
Academic needs. Many o f  the learning environments, instructional strategies, and 
principles o f  content, process, and product that are promoted in the teaching o f  the gifted 
are just as valuable for all learners (Tomlinson, 1996). "What defines appropriate 
curriculum for gifted learners is the intensity with which those elements are applied to
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learning experiences in response to a child's readiness, interests, or learning profile" (p. 
172). Furthermore, "curriculum and instruction for gifted learners will be uniquely 
appropriate for those learners when teaching and learning are at a level o f transformation, 
abstractness, complexity, multifacetedness, mental leap, open-endedness, problem 
ambiguity, independence, or pace suited to advanced learning capacity" (pp. 172-173).
While many practices are applicable to all learners, research has shown that some 
practices are uniquely appropriate to gifted education (Shore & Delcourt, 1996). Those 
practices receiving strong research support in this area are " 1) acceleration; 2) career 
education, especially for girls; 3) program arrangements influencing academic and 
affective outcomes; 4) ability grouping; and 5) high-level curricular materials.”
Additional program and curricular practices receiving moderate research support are as 
follows: "highly individualized reading, the investigation o f real problems and solutions, 
and independent study under competent supervision." In general, curricula for gifted 
students should emphasize a deeper, more complex exploration o f problems, themes, and 
ideas that include and integrate knowledge from a variety o f thought systems (Passow, 
1982). Finally, gifted curricula should provide students with some relevant choices 
regarding the content focus and how the content is to be learned, as well as the chance to 
reconceptualize and challenge current knowledge and suggest appropriate, alternative 
ideas and solutions (VanTassel-Baska, 1998a).
Social-emotional needs. Emotionally, gifted students are a complex combination 
o f sensitivity, perfectionism, intensity, and introversion (Silverman, 1994). As a result o f 
their intellect, gifted learners must learn to cope with emotional issues that others do not 
necessarily experience. For example, unless they understand how they differ
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intellectually from their age peers and how they share other qualities with them, gifted 
learners tend to experience related social-emotional difficulties (Delisle, 1992; 
VanTassel-Baska, 1998a).
Gifted learners tend to struggle with appreciating their unique abilities and those 
o f  others, which can lead to problems with conformity and difficulty in nurturing healthy 
interpersonal relationships (Delisle, 1992; VanTassel-Baska, 1998a). Providing avenues 
for students to leam how to compromise is important (VanTassel-Baska, 1998a). Given 
their diversity o f and/or uneven development o f talent, gifted learners also need guidance 
in exploring, preparing for, and finding a satisfying career (Delisle, 1992) as well as in 
“developing a satisfying philosophy o f life” (p. 72).
In addition, gifted learners need “to develop an appreciation for their high-level 
sensitivity that may manifest itself in humor, artistic endeavors, and intensified emotional 
experiences” (VanTassel-Baska, 1998, p. 497). Furthermore, gifted learners need to 
understand the difference between pursuing excellence and pursuing perfection, and they 
need to more realistically assess their abilities so that they can better nurture and develop 
their gifts (VanTassel-Baska, 1998a).
Academic planning and career counseling needs. According to Culbertson 
(1985), gifted learners face difficulties in career choice due to five main areas: 
“multipotentiality, expectations o f others, high self-expectations, the need for extended 
education, and social isolation” (p. 16). In addition, high-ability learners exhibit some or 
all o f  the following traits: a) “the ability to manipulate abstract symbol systems,” b) a 
“high retention rate,” c) the ability to “leam and master the environment” quickly, d) the 
“ability to do many things well (multipotentiality),” e) “varied and diverse interests,” and
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f) an “internal locus o f  control (independence)” (VanTassel-Baska, 1998a, p. 495). As a 
result, some o f the adjustment problems that high-ability learners tend to have are 
“associated with locating and pursuing occupational and educational choices 
commensurate with the gifted’s interests and abilities” (Delisle, 1992, p. 23). According 
to VanTassel-Baska (1998a), major needs in this area include a) “understanding academic 
strengths and weaknesses;” b) “understanding real-life applications o f academic 
subjects;” c) “developing metacognitive strategies;” and d) “ understanding and 
evaluating competing choices and opportunities” (p. 498).
Counseling intervention in academic planning and career guidance for gifted 
learners is a strong and largely unmet need. The need for differentiated career guidance 
services for high-ability learners is substantiated in a study looking at the perceptions of 
parents, school personnel, and counseling professionals (Moon, Kelly, & Feldhusen,
1997). The study identifies needs in the areas o f ability assessment, social-emotional 
domains, parental support, and early career exploration.
Kerr (1990) finds that the needs o f the gifted in the area o f  career development 
differ from the more typical students. These different needs are seen to be the result of 
either multipotentiality or early emergence (1990). Given that multipotentiality may 
delay the selection o f a career, intervention strategies need to be considered. The focus o f 
the various interventions suggested by Kerr is to help the child or young adult better 
understand areas o f greatest interest as they relate to career choice and development.
At all levels o f development, the intervention strategies should involve providing 
opportunities for realistic exposure to the work world (Kerr, 1990). The provision of 
such exposure is encouraged through diverse avenues o f  access. Role playing, reading of
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biographies, job shadowing o f an adult, visits to parental work sites, shared parental 
insights about their particular jobs, volunteer work, early contact and visits to colleges, 
internship and work experiences, as well as mentor relationships and career counseling 
are all recommended as one develops (Kerr, 1990). Both the variety and quality o f 
interventions are important.
In terms o f  science, in particular, Sternberg (1982) argues that in teaching 
scientific thinking to gifted learners “science education can and should be made more 
realistic, and should include training in problem finding, problem solving, problem 
reevaluation, and scientific reporting” (p. 6). As a result, those who choose science 
careers “can make their choice on the basis o f what doing science is like, rather than on 
the basis o f a fiction that may resemble the style o f academic course work, but not the 
style o f  scientific research” (p. 6).
Elements Supporting Optimal Development
The optimal development o f  gifted learners is supported through a variety of 
educational elements. These include the more traditional, school-based interventions, 
such as acceleration and grouping, as well as nonclassroom-based interventions, such as 
mentorships.
Acceleration. The timing and the pace at which gifted students are presented 
with high-level content, concepts, and processes should align with their advanced 
capacities for learning (Tomlinson, 1996; VanTassel-Baska, 1998a). To facilitate an 
appropriate match o f  curricula with abilities, school systems provide various accelerated 
learning alternatives. These can take the form o f advanced placement classes,
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International Baccalaureate programs, and dual enrollment options with nearby colleges 
and universities.
Allowing students to study content that is appropriate to their ability is important 
to their development (Glaser, 1984, as cited in Lynch, 1990). The research o f  Glaser 
(1984) and Simon (1979) supports the conclusion that "learning and reasoning skills do 
not develop apart from the acquisition o f content knowledge, but because o f  it" (Lynch, 
1990, p. 590). For example, the Johns Hopkins University Center for the Advancement 
o f Academically Talented Youth's (CTY) "study o f fast-paced high school sciences 
demonstrates that highly academically talented young people can master high school 
science in half the time, and on the average, two years earlier than is currently permitted 
in most science programs in the United States" (1990, p. 592).
The implication o f the work in developmental and cognitive psychology 
is that, not only can bright children master more advanced work such as 
high school science, but that they need such work in order to develop their 
cognitive potential. Children will develop reasoning skills through content 
acquisition, provided that the work is sufficiently challenging. (1990, p. 591) 
Grouping. In general, schools utilize two types o f grouping options: 
heterogeneous groups, in which students o f  all ability levels are grouped together, and 
ability groups, in which students o f similar ability levels are grouped together. Ability 
grouping at the high school level generally occurs in the form of a part-time, pull-out 
program model or in the form o f full-time, integrated model.
The findings o f Kulik and Kulik (1992) reveal that the academic benefits o f 
ability grouping "are clearest for those in the higher ability groups....with the size o f
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academic gains [for all abilities o f students] being a function o f  program type" (p. 76). 
Those programs yielding moderate-to-large positive effects were the enriched and 
accelerated classes. The significant factor leading to differences in program results seems 
to be "the degree to which course content is adjusted to group ability in the programs" 
(1992). Whether gifted students benefit from a particular program is in large part 
determined by the teachers (Borland, 1989; Renzulli, 1977).
Mills and Durden (1992) echo this view, stating that "grouping, in and of itself, 
does not affect achievement," but that "it is the appropriateness o f  the content and 
instruction that accompanies the grouping that determines the educational outcomes for 
students." The benefits o f grouping o f any kind emerge only through the implementation 
o f  a differentiated instructional plan based on the individual student's level o f 
readiness. Although this can theoretically be accomplished in cooperative 
learning groups with students o f widely differing abilities, it is most efficiently 
and effectively done through some form o f grouping by ability and/or knowledge 
levels. (Mills & Durden, 1992)
In considering the most common delivery system options currently under debate - 
- a part-time, pull-out model and a full-time, integrated model -- one must recognize that 
both have merits and that some type o f gifted program is better, in most cases, than none 
at all. "Renzulli (1987) contend[s] that the strongest argument for pull-out programs is 
that they provide a radical departure from the everyday, regular curricula in which student 
interests are often not taken into consideration" (Vaughn, Feldhusen, & Asher, 1991). 
After a meta-analysis o f  30 years o f research and a review o f other studies and surveys, 
Vaughn, Feldhusen, and Asher (1991) conclude that "pull-out programs for the gifted can
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have small or medium positive effects in the areas o f academic achievement and critical 
and creative thinking." In addition, these programs "do not appear to have a negative 
effect on self-concept." (1991) The pull-out model can be "a viable programming 
option for some gifted students, especially those in small school districts with limited 
resources...or as combined with other strategies, such as grouping in the regular 
classroom...." (1991). Such program success, however, comes with a requirement. The 
programs must "address the criticisms voiced by VanTassel-Baska (1987)" and must 
"strive to meet the criteria for quality cited by Belcastro (1987)" (Vaughn, Feldhusen, & 
Asher, 1991).
Problems that VanTassel-Baska identifies with pull-out programs include 
a) pull-out program planners limit program options to those that are different or 
noninterfering with the regular classroom curriculum; b) there is often lack o f 
communication and articulation with the regular classroom; c) some educators 
erroneously believe that the needs o f the gifted are being met when only 5-10 % 
o f the student time is spent in a special program; and d) often neither vertical nor 
horizontal curriculum articulation takes place.
(Vaughn, Feldhusen, & Asher, 1991)
According to Belcastro, pull-out programs "often create the false impression that 
something substantial is being done for the gifted" (Vaughn, Feldhusen, & Asher, 1991). 
These concerns point to the need to take more integrated approaches. The following 
criteria, suggested by Belcastro (1987) for all gifted programs, lead one in that same 
direction.
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a) integration with regular curriculum, b) identification o f  students, c) daily 
program experience, d) placement with intellectual peers, e) pace o f program 
matched with learning rates, f) complex and higher level curriculum, and g) 
excellent teachers.
The full-time, integrated model approaches gifted education from a different 
angle. It tries to address the concerns articulated above by providing quality, on-going, 
curriculum that is differentiated to meet the needs o f  gifted learners across disciplines. 
This can take place through careful differentiation and cluster grouping in the regular 
classroom or through separate classes for advanced learners. Focus is put on the careful 
development o f  a core gifted curriculum that is aligned with the core curriculum in the 
regular classroom and with state and national standards. One example o f this curricular 
focus is seen in VanTassel-Baska's Integrated Curriculum Model (ICM), which 
"recognizes the importance o f fusing the components o f content, higher order process, 
and resultant products as well as major concepts and issues into the curriculum as a 
whole" (VanTassel-Baska, 1995). Other full-time, integrated programs include those 
approaches that utilize advanced curricula in accelerated or advanced placement classes, 
as well as those that use curriculum compacting and independent study to address the 
individual pacing needs o f various students.
Mentorships. Mentors are those who encourage the in-depth exploration o f a 
strong interest area through the creation o f a secure and open environment in which a 
student can creatively pursue his or her interest and focus on worthy goals (Torrance, 
1984). A mentorship, therefore, focuses on the qualities o f  a particular person and his or 
her relationship with a student. In a related vein, an internship focuses on the context in
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which learning takes place, generally occurring in a real-world setting and often 
involving regular contact with an expert in a particular field o f endeavor. Mentor 
relationships typically, although not necessarily, evolve within the context o f  an 
internship program. Consequently, the terms are sometimes used interchangeably.
The importance o f mentors in the lives o f gifted individuals is evident. Research 
surrounding the lives o f exceptional people has shown the value o f such mentor 
relationships to those with high potential. Such studies focus on eminent achievers (M. 
G. Goertzel, Goertzel, & Goertzel, 1978; V. Goertzel & Goertzel, 1962), exceptionally 
talented children (Bloom, 1985), and prodigies (Feldman, 1991). As a result, educators 
have recommended the inclusion o f  mentorships as an important part o f gifted programs 
(Boston, 1976; Runions, 1980). The focus on self-directed and individualized learning 
within the context o f gifted education fits well with the concept o f mentorships (Colson, 
1980). According to Sternberg and Davidson (1985), "There must not only be 
recognition in the domain o f talent and exposure to instruction in this domain, there must 
also be outstanding instruction and mentorship in this field" (p. 56).
Given that mentors usually come in the form o f adults, it is important to note that 
when it comes to relating well to adults, gifted learners are more likely to do so, given 
their generally advanced cognitive abilities and affective development (Baska, 1989). "It 
is apparent that the tradition o f  pairing talented youngsters with knowledgeable and 
talented adults remains a highly effective method o f instruction, apart from traditional, 
mainstream education" (Prillaman & Richardson, 1989, p. 114).
In general, mentorships benefit gifted learners in three main areas: academic, 
social-emotional, and academic and career planning. Gifted learners gain important
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academic and cognitive benefits from participation in mentor relationships. They gain 
exposure to expert knowledge and challenging work. One protege, or mentee, cited the 
mentorship’s influence on his understanding and appreciation o f  his cognitive and 
metacognitive abilities. The experience led him to reflect on and gain a sense of 
validation for his own way o f thinking.
The mentorship showed that approaching problems and opportunities from the 
inside, using one’s intuition, is as valid as approaching problems within a logical, 
concrete, conceptual framework. I learned to value and more clearly recognize 
my own thought processes. This was important for me to perceive what sort of 
conceptual lenses I was gazing through. These lenses, which are often marred and 
dirtied, constantly need cleaning. The mentorship made me realize this and 
spawned a new awareness of how to go about it. (Ambrose, Allen, & Huntley, 
1994, p. 132)
This experience fits with what Bloom (1984) found in his studies comparing 
students, at similar aptitude and achievement levels, who were taught one-on-one 
(tutoring) versus those being taught in classrooms using conventional methods and those 
being taught using mastery learning approaches. In the final measures o f  achievement, 
“the average tutored student outperformed 98 percent o f  the students in the control class,” 
and the average student taught through mastery learning was “above 84 percent o f the 
students in the control class” (p. 121).
In addition, as pointed out by Feldhusen & Wood (1997), the Bloom talent 
development project (1985), which studied talent development in three areas, including 
science, “concluded that talent development to high levels o f  achievement requires that
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youth themselves come to know and understand well their own talent strengths. This 
long-term process is achieved mainly through challenging educational experiences in the 
talent domains with stimulating and knowledgeable teachers” (Feldhusen & Wood, 1997, 
p. 48).
Minnehan and Strunk (1992) note that high-ability students in mentorships “ learn 
about a specific area o f study, but they also learn how to think creatively and critically” 
(p. 44). Similarly, a study o f the Independent Study/Mentorship program in a 
Southwestern U.S. city school district found that 73 percent o f the participants either 
agreed or strongly agreed that “the mentorship program contributed to overall academic 
achievements” (Davalos & Haensly, 1997, p. 206). The Mentorship Program at 
ASSETS, a K.-12 school in Hawaii for gifted and/or dyslexic students, reports similar 
outcomes. The benefits to students include evidence that the mentorship “enhances the 
link between academic study and hands-on application” and “increases motivation for 
work in the mentorship area and for academic study” (Hishinuma, Lundell, & Prose, 
1994, p. 112).
The distinct learning advantages o f  being able to work with experts in 
professional settings and using current technology is especially clear in science-oriented 
programs that involve small-group interactions and linkages with practicing scientists in 
real-world setting. This is evident at the University School in Tulsa, OK. Students study 
areas o f science in greater breadth and depth, focus on thematic connections, use hands- 
on activities, and interact and consult with actual scientists. As a result, “students score 
very high on the standardized tests administered once a year” (Howard & Block, 1991, p. 
21 ).
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Another example o f  these academic benefits can be seen as a result o f the 
Exploring Career Options in Engineering and Science program, which brings young 
women to the Stevens Institute o f  Technology in New Jersey. Participants assessed 
whether they had a high level o f knowledge in science and engineering both before and 
after the program. In science, only 7 % assessed themselves as having a high knowledge 
level before the program; whereas, 51% assessed themselves as having a high level of 
science knowledge after completing the program (Metz, 1991).
A case study o f  a cooperative program run by Northwestern University and 
Argonne National Laboratory provides further evidence. This program facilitates the 
development o f applied math and science talent. Analysis o f the program’s effectiveness 
was based on the data from assessments o f  products developed, as well as from pre- and 
post-testing instruments regarding both intellectual achievement and self-esteem. The 
results illustrated that as a consequence o f  program participation, gifted students "can 
increase their knowledge in science in the context o f learning the methods o f  scientific 
inquiry in a relatively short period o f time" (VanTassel-Baska & Kulieke, 1987, p. 113).
In an exploration o f talent development through interviews with highly respected 
achievers in various areas, Subotnik (1995) also finds that mentorship experiences play 
an important role in promoting cognitive growth. For example, Frank Wilczek, a noted 
professor o f  physics, was able to collaborate on high-level project work due to the 
invitation o f a mentor. Similarly, Joshua Lederberg was able to refine his ideas and 
conduct groundbreaking work in the field o f medical research, partly in response to the 
guidance o f  his mentor. Also, advanced knowledge was made available to Joseph Bates,
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a professor o f  computer science, in the form o f early college admission through the 
arrangement o f Julian Stanley o f Johns Hopkins University.
Along with benefitting in the academic and cognitive realm, high-ability learners 
also experience social-emotional growth as a result o f participating in mentorship 
relationships. In general, mentors provide role models with whom learners can relate. 
Mentorship relationships provide encouragement; they model behaviors, attitudes, values, 
and resiliency; they give insight regarding expected obstacles to overcome; and they 
provide a living example o f  one who continues to develop his or her abilities and is 
functioning at a high level o f achievement.
Zey (1984, p. 35, as cited in Shaughnessy & Neely, 1991), for example, suggests 
that mentors provide support in three areas: “psychological support, confidence building, 
and assistance with personal life” (p. 130). A case study by Ambrose, Allen, & Huntley 
(1994) provides evidence o f such support. In the words o f the protege, such emotional 
support was “crucial to my development” (p. 132).
I was completely moved and consumed by the mentorship. It was frequently a 
vehicle [enabling me] to learn from my personal emotions, feelings, and from 
resonating with others. It sometimes made me tremble in awe at the power o f 
what we studied....It helped me grow and learn, and inspired passion....My ideas, 
thoughts, and learning processes were constantly valued and developed. This 
gave me comfort, made me learn, made me inspired and willing, (p. 132)
Also, in an investigation o f the 1964-1968 Presidential Scholars, Kaufman, 
Harrell, Milam, Woolverton, & Miller (1986) looked at a sampling o f  those "chosen as 
part o f  a national program to encourage and reward academic excellence in high school
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seniors" (p. 57). The study included a component regarding "significant events and 
milestones in their postsecondary school experiences" (Kaufmann et al., 1986, p. 576). 
Questionnaire data from 139 respondents were analyzed. Findings showed that, in the 
case o f  66% o f the group, the most significant mentors had been teachers. Other mentors 
had included "supervisors, colleagues or co-workers, and counselors" (Kaufmann et ah, 
1986). Most participants (79%) reported positive feelings regarding their mentor. "The 
gifted participants perceived that role modeling and support and encouragement were the 
most important functions their mentor served" (p. 577). The affective influence is 
significant in the transmission o f values and attitudes, as evidenced by the following 
participant as describing the mentor:
He had an absolute passion for teaching! Nothing seemed to excite 
him like having a student suddenly grasp something. It is that 
excitement, rather than the specific subjects he taught, that has 
stayed with me and emerged as the most significant contribution 
o f  his mentorship. (Kaufmann et al., 1986, p. 577)
Similarly, Minnehan and Strunk (1992) point out that students “ learn a great deal 
about themselves, especially about how they deal with frustrations and setbacks or with 
sudden notoriety” (p. 44). Possibly the most valuable lesson learned is that “failure as 
well as success teaches and that risk-taking is what moves society forward” (p. 44).
In Torrance’s (1984) longitudinal study o f creative achievement, the social- 
emotional impact o f mentorships is also evident. Overall, participants most frequently 
reported that the most important function performed by their mentor was “encouraging,
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praising, and prodding” (p. 9). Interestingly, this function was cited more often by 
women (54% o f the women, 35% o f the men). Men, on the other hand, cited the 
“importance o f getting career, business, or professional information from their mentors” 
(55% o f the men, 12% o f the women) (p. 9).
Similarly, Reilly and Welch (1994/1995) found in a study o f  the Mentor 
Connection -  a program for gifted 1 l lh and 12th graders in the Minneapolis-St. Paul area 
-  that “young women (45%) were more likely than young men (30%) to cite increased 
confidence in their professional and personal abilities as a result o f  their mentor 
relationship” (p. 124).
The social-emotional benefits o f a mentorship can also be especially important in 
the lives o f  disadvantaged high-ability learners. According to Goff and Torrance (1999), 
Mentors can be positive role models and can encourage their proteges when they 
are faced with alienation, exclusion, and disenfranchisement caused by societal 
stereotypes. Innovative mentor programs can provide children and youth with 
constructive alternatives to delinquent behavior if  mentors instill pride in their 
proteges, aid in creating positive self-images, are prestigious or valued by their 
peers, provide adventure, and result in positive vocational strides, (p. 15) 
Participants in the Research Summer Institute at the Massachusetts Institute o f 
Technology (MIT), sponsored by the Center for Excellence in Education, provide a 
strong example o f  the social-emotional value o f  such mentorships in science. The high 
school students carrying out research under the tutelage o f top scientists, “speak, often 
with difficulty, o f  the social and emotional problems they have had to confront because of
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their talent, and o f their joy at entering an environment where they are not constantly 
required to defend their intellectual bent” (Radin, 1992, D -l).
Finally, the benefits that high-ability learners accrue from participating in 
mentorship relationships positively impact their academic planning and career decisions. 
In general, mentorships provide the learner with a better understanding o f a) a particular 
career, through exposure to solving problems in an interdisciplinary, real-world context; 
b) those working within that career, including their “habits o f mind;” c) their potential 
“ fit” in a particular field o f endeavor; and d) the possible obstacles and pathways to 
getting into and achieving in a particular career area.
The Mentor Connection program for junior and senior high school students in the 
metropolitan Twin Cities area provides evidence. Students had identified an interest area 
that they wanted to explore with a mentor. The study assessed both personal and 
academic benefits o f participating in the program, as well as effects on career 
development. The data were collected through a questionnaire, which was distributed to 
all participants covering the program's three-year history. Findings were based on a 55% 
response rate, and they revealed significant differences between the effectiveness o f 
mentorships as compared to classroom experiences (Beck, 1989).
The mentorship was significantly more effective in helping participants take risks, 
develop talents, learn about advance subject matter, work independently, utilize 
technical skills, utilize research skills, investigate job routines and responsibilities, 
find out about career entrance requirements, examine lifestyles and characteristics 
of professionals, see how professionals interact, and make contacts and network, 
(p. 24)
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The area o f  career development was found to be that most influenced by the program.
The Mentor Connection allowed students to explore options, gain insights regarding a 
particular field o f  endeavor, and develop a realistic sense o f  a field to use as a basis for 
career decision making (1989).
Differences were also noted between the responses o f boys and girls in the study. 
For example, gifted girls in the study placed higher value than gifted boys on the chance 
to see examples o f how career and family roles were successfully integrated. Girls also 
mentioned the value o f  women mentors and how they encouraged risk-taking, 
independent work, assertiveness, and the recognition and valuing o f  one's abilities and 
potential (Beck, 1989).
In addition, Bolton (1980) points out that participation in mentorships allows 
learners to be exposed to and acquire the “personal habits as well as specialized 
information and attitudes that pertain to specific vocations” (p. 199). Furthermore, the 
impressions left on others are important to note. Unspoken messages that the protege is 
worthy o f  a mentor’s time and attention often lead to “acceptance and advancement 
within the organization” (p. 199).
The career value in terms o f  science, specifically, are evident. For example, 
internships and mentorships are among NASA’s most successful educational programs. 
According to a learning technologies project manager at NASA-Langley, “These 
programs provide students with the opportunity to see how math and science are used in 
the real world....It’s the most effective way to involve students in science and math and to 
have an impact on their future direction” (Jeff Seaton, personal communication, October, 
1997). The follow-up efforts o f the previously mentioned Research Science Institute at
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MIT show such impact. The students receive guidance regarding appropriate college 
choices, and they become part o f  an international network o f scientists, which “can only 
help the future careers o f  young scientists as more companies go global” (Scearce, 1997, 
P-1).
Although mentorships can provide numerous benefits, they are not the answer to 
every need and they should be entered into with care. Legitimate concerns exist. At the 
programming level, mentorship programs can be expensive (Grybek, 1997) and liability 
issues may arise. At the personal level, not all learners need or are ready to benefit from 
a mentorship. As noted by Reilly (1992), thorough assessment o f the particular needs o f 
individual learners and o f  the available resources in both the school and community 
should be important considerations. Provisions for students’ learning needs vary with 
their development. In some cases, needs may be successfully met through flexible use of 
school resources; whereas, other instances may require student preparation for and 
participation in a mentorship (1992).
Grybek (1997) also points out that “gifted youth can become quite attached to the 
adults who mentor them and suffer a tremendous sense o f  loss when the relationships 
end” (1997, p. 117). In a related vein, mentors are not always “mature enough, objective 
enough, and responsible enough to allow their student to ‘leave the nest’ ” (Shaughnessy 
& Neely, 1991, p. 129).
It is also important to consider the learner’s level o f development before 
matching him or her with a mentor. At different periods o f development, for example, 
different needs are operating, and “a mentor who demands mastery during the early years 
may discourage further study in that field” (Grybek, 1997, p. 117). Similarly, “a
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mentor’s teaching style may not be compatible with a protege’s learning style” 
(Shaughnessy & Neely, 1991, p. 129).
Finally, cross-gender mentorships sometimes raise fears -  in both mentors and 
proteges -  regarding the nature o f the relationship. A mentor may fear that colleagues 
will suspect his or her motives, or an interest might already exist and one might be fearful 
that a closer relationship “might develop into something other than a professional 
relationship” (Bolton, 1980, p. 204). Given both the benefits and concerns regarding 
mentorships, parents and educators should strive to be sensitive to the varying needs of 
individual learners and to make careful decisions in choosing an appropriate match in a 
mentor.
Self-Concept
Self-concept, sometimes referred to as self-esteem, refers to how people perceive 
themselves. These perceptions involve both descriptive and evaluative aspects (Harter, 
1999). In taking a look at the meaning o f  self-concept, one must start with William 
James (1890, 1892, 1907), who first proposed a theory o f self-esteem or self-concept 
(Wells & Marwell, 1976). James conceptualized the self as dichotomous, with the “self 
as knower and the self as that which is known” (1976, p. 15). As such, people were 
attributed with metacognitive processes and the ability to be self-reflective. James also 
focused on experiences, proposing that heightened self-concept resulted from experiences 
o f success (Matthews, 1993).
It is important to note that, as theories o f self-concept have been refined, the “se lf’ 
has been defined differently by cognitive psychologists than it has been by behavioral 
psychologists. The cognitive perspective, based in Freud’s psychoanalytic theory,
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envisions the “se lf ’ as a specific entity within each person that controls various functions 
related to individual development (Harter, 1983). This entity is considered the essence of 
a person. From this viewpoint, the self is a person’s integrated view o f him- or herself, 
the entity that thinks, acts, feels, and values (Kemberg, 1975). In contrast to the cognitive 
view o f the self as a complex entity, the behavioral perspective infers one’s self-concept 
from an individual’s unique behavior patterns. Behaviorists advocate that only what is 
observable -  behavior -  should be studied (Skinner, 1971). Personal statements that 
describe and evaluate oneself are considered reflections o f  an individual’s past behaviors 
and predictors o f future behaviors (Bandura, 1986).
With the Neo-Freudian shift in emphasis from unconscious libidinal forces to a 
self with strong social roots, a more comprehensive perspective o f self arose (Erikson, 
1950, 1959; Homey, 1939, 1950; Sullivan, 1953). The influence o f society and 
significant individuals were and continue to be considered important in the development 
o f self (Baldwin, 1897; Bretherton, 1991; Case, 1991; Cicchetti, 1990; Cooley, 1902; 
Harter, 1998; Mead, 1934, 1956; Sroufe, 1990; Wells & Marwell, 1976). An important 
example is Cooley’s (1902) “looking glass self,” which refers to an individual gaining a 
sense o f  self through what is perceived as being reflected back by those responding to 
him or her.
Global and Domain-Specific Self-Concept
Self-concept has historically been viewed from a comprehensive or global 
perspective, but it is currently considered in its more specific aspects as well. As an 
overall evaluation o f  self-worth, global self-concept is often referred to as “general self- 
concept” (Marsh, 1986,1987), “self-esteem” (Rosenberg, 1979), or “self-worth” (Harter,
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1982, 1993). Evaluations o f  self that are more specific are judgements o f  oneself within 
particular domains, such as social, academic, physical, affective, competence, and family 
(Bracken, 1992) or school competence, athletic competence, social acceptance, physical 
appearance, and behavior or conduct (Harter, 1983). Such distinctions allow an 
assessment o f  an individual profile across domains, and they allow further exploration o f 
relationships between various subdomains as well as between domain-specific and global 
measurements o f self-concept.
Self-Concept in Late Adolescence and Early Adulthood
By the time people reach late adolescence or early adulthood, they have usually 
internalized or developed their own descriptions o f self, many o f  which reflect their own 
standards and beliefs (Damon & Hart, 1988). What others think tends to be less 
important than it once was (Harter, 1999). This tendency does not mean that the 
influence o f others is minimal or nonexistent; instead, the lack o f  acknowledgment 
regarding the influence o f  others “suggests that older adolescents and young adults have 
come to ‘ow n’ various values as personal choices, rather than attribute them to the 
sources from which they may have been derived” (Harter, 1999, p .79). At this stage o f 
development, people also focus on the type o f person they aim to be, their future selves, a 
goal which is similarly internalized and not attributed to or even related to the 
encouragement or goals o f  significant others (Harter, 1999).
In addition, self-perceptions tend to encompass somewhat opposing attributes, 
such as being an ethical person who also makes mistakes or being outgoing among 
friends and quiet among strangers. During this period, individuals are able to construct 
“higher-order abstractions that involve the meaningful intercoordination o f  single
R e p ro d u c e d  with perm iss ion  of th e  copyright ow ner.  F u r th e r  reproduction  prohibited without perm iss ion .
Experiences, Self-Concept, and Flow 44
abstractions” (Harter, 1999, p. 80). Such developmental advances usually require more 
experiences, instruction, and support for individuals to perform at optimal levels (Case, 
1985; Fischer, 1980). The ability to view contradictions in oneself as normal and to 
integrate them into a description o f  self leads to diminished internal conflict (Harter & 
Monsour, 1992).
If, however, the socializing environment does not foster the development of 
higher-level skills o f integrating contradictory attributes through generalized abstractions 
regarding the self, then internal conflict may continue into adulthood (Harter, 1999). This 
conflict may be exacerbated if  important role models, such as parents, respond differently 
to various aspects o f  their adolescent, thus sending contradictory messages that are more 
difficult for the adolescent to integrate into a sense o f self (Harter, 1999). Furthermore, 
the change from gaining self-knowledge from others to assessing oneself independently 
o f  others can lead to uncertainty with regard to one’s own judgements and insights 
concerning self (Rosenberg, 1986).
Self-Concept o f Gifted Learners
The self-concept o f gifted learners is complex. As Tannenbaum stated, “The 
quality o f  performance influences self-image and the self-image o f the performer affects 
performance” (1983). Given that gifted learners are generally considered to have many 
abilities, it would be expected that these abilities lead to high levels o f  performance and 
translate into high, positive self-concepts. Rogers (1961) noted the importance o f the 
relationship between one’s strengths and one’s view o f self, stating,
Strengths and the perception o f strengths and self concept are closely related. If 
an individual views him self as a person with valuable strengths, he enhances his
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self concept. As his self concept grows, he is free to discover new strengths, 
which in turn further develop and improve his self evaluation, (p. 256)
A person’s internalized perception o f self, is, however, not only influenced by 
one’s abilities, but also by the messages reflected by society and significant individuals.
In discussing gifted learners, Torrance (1965) stated,
A failure to help them develop clear and realistic self concepts blocks access to 
important and exciting frontiers -  gifted children need more help in accepting 
themselves because they may even despise an outstanding “gift,” if this giftedness 
makes them different from their peers. This makes far too many gifted children 
willing to emasculate themselves and consciously and unconsciously hide or 
destroy their talents, (p. 45)
The findings on the self-concept o f gifted learners have been inconsistent. 
Although many studies have reported higher self-concepts in gifted learners (typically 
identified as those with IQs over 120) than in nongifted learners o f the same age 
(Coleman & Fults, 1983; Karnes & Wherry, 1981; Kelly & Colangelo, 1984; Ketchum & 
Snyder, 1977; Tidwell, 1980), others have reported no differences (Bracken, 1980). 
Within the gifted population, the data have also varied. Some studies report no 
significant differences when self-concept scores o f gifted learners at different IQ levels 
are compared (Ketcham & Snyder, 1977) and when gifted elementary boys and girls are 
compared (Coleman & Fults, 1983; Kames & Wherry, 1981; Ketcham & Snyder, 1977). 
Other studies, however, have revealed gender differences, with boys outperforming girls 
on both global and physical self-concept (Schneider, Clegg, Byren, Ledingham, & 
Combie 1989). In addition, students considered by their teachers to be weak
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academically did not earn self-concept scores that were significantly lower than those 
who were achieving at higher levels (Ketcham & Snyder, 1977).
The relationships found between intelligence and self-concept and achievement 
and self-concept are also interesting. Some studies (Coopersmith, 1967) suggest that 
self-concept increases with intelligence, more so for boys than for girls. In addition, a 
strong correlation has been found between academic achievement and self-concept 
(Purkey, 1970), with high-achieving students having higher self-concepts. Academic self- 
concept “ is the strongest o f the affect measures predicting school achievement” (Bloom, 
1976, p. 95). Although more recent research generally reports a positive relationship 
between academic achievement and self-concept, “the strength o f  the relation between the 
two constructs has been widely discrepant” (Byrne, 1996, p. 299).
According to VanTassel-Baska (1993), the overall literature on the self-concept of 
gifted learners “suggests that gifted students, in general, have strong self-concepts in both 
academic and social areas as measured by self-concept inventories, although there is 
some evidence that highly gifted learners and gifted girls may have less positive self­
esteem than other gifted students” (p. 314).
Flow
According to Csikszentimihalyi (1990), optimal experience, termed “ flow,” is 
“the state in which people are so involved in an activity that nothing else seems to matter; 
the experience itself is so enjoyable that people will do it even at great cost, for the sheer 
sake o f  doing it” (p. 4). As an experience that is intrinsically rewarding, flow occurs 
when challenge level and skill level are optimally matched (1990). When skills and 
challenge are mismatched, either boredom or anxiety occur (1990).
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Given that the function o f flow “seems to be to induce the organism to grow” in 
terms o f “ fulfilling the potentialities o f the organism and then going beyond even those 
limits” (Csikszentimihalyi & Csikszentimihalyi, 1988, p. 367), its relevance to education 
is clear. Related research showed that the degree o f enjoyment gained by high school 
students through a particular course predicted their final course grades than earlier 
measurements o f either scholastic aptitude or achievement (Mayers, 1978). As an 
experience that is both enjoyable and promotes using one’s potential, flow takes on even 
greater value. In response to the interest in the concept o f flow, researchers have focused 
mainly on the actual state o f  flow: the nature o f the flow experience in various contexts, 
and the relationship between flow and the quality o f life experienced.
Nature o f  Flow
Flow is a recognized phenomenon that crosses culture, age, gender, and 
socioeconomic status (Csikszentmihalyi & Csikszentmihalyi, 1988). Experiences o f flow 
include eight “elements o f  enjoyment,” o f which some or all may be present during 
optimal experience. These eight elements include the following: (a) “a challenging 
activity that requires skills,” (b) “the merging o f action and awareness,” (c) a task with 
“clear goals,” (d) a task that “provides immediate feedback,” (e) the ability to 
“concentrate on the task at hand,” (f) “a sense o f control,” (g) “the loss o f self- 
consciousness,” and (h) “the transformation o f  time” (Csikszentmihalyi, 1990, pp. 49-66). 
Finally, in order for an experience to be optimal or flow-like, the activity must be carried 
out “for its own sake” (p. 67) and not with a particular goal or consequence in mind.
Most activities are not purely autotelic in nature, but they can lead to autotelic or flow 
experiences.
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Although the structure o f the flow experience is similar, the activities producing 
flow vary in content (Csikszentmihalyi & Csikszentmihalyi, 1988). Activities ranging 
from rock climbing to chess playing have been described as flow-producing 
(Csikszentmihalyi, 1975). Different aspects o f work (Ramsland, 1989; LeFevre, 1988), 
the writing process (Bell, 1995), and involvement in arts and hobbies (Massimini &
Carli, 1988) have also been described as resulting in states o f flow.
Flow and Quality o f Experience
Flow experiences have both immediate and long-term effects on the quality o f 
one’s experience. The immediate effects, as described above, translate into deep 
enjoyment. The long-term effects o f  frequent flow experiences occur in the form of 
growth and are related to improved quality o f life over time (Csikszentmihalyi & 
Csikszentmihalyi, 1988). Requiring highly focused attention, flow experiences involve 
both differentiation o f self and integration o f  self with other people and ideas, and they 
increase the complexity o f  self (Csikszentimihalyi, 1990). One area in which this is 
evident is in the growth o f  the self (Csikszentmihalyi, 1982, 1985; Deci & Ryan, 1985). 
“The positive feedback obtained from it [flow] stays on and contributes to a more sturdy 
self-concept after the flow episode is over and self-consciousness returns” (Wells, 1988, 
p. 327). Similarly, a study o f flow’s relationship to leisure and work found that “either 
increasing the time spent in flow makes people feel happier as well as more satisfied, 
motivated, creative, and so on, or people who are generally more happy and satisfied are 
able to find opportunities for flow more often” (LeFevre, 1988, p. 316).
Furthermore, the fact that flow experiences, in and o f  themselves, are enjoyable 
intrinsically motivates individuals to seek out more flow experiences. According to
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Csikszentmihalyi (1990),
Paradoxically, it is when we act freely, for the sake o f the action itself rather than 
for ulterior motives, that we learn to become more than what we were. When we 
choose a goal and invest ourselves in it to the limits o f our concentration, 
whatever we do will be enjoyable. And once we have tasted this joy, we will 
redouble our efforts to taste it again. This is the way the self grows, (p. 42)
An example can be found among high academic achievers. They “spend a substantially 
larger proportion o f  time than the low achievers in the high-challenges, high-skills 
quadrant associated with flow” (Nakamura, 1988, p. 325). “Studying is like a flow 
activity four times out o f ten” (p. 325) for the high achievers. In contrast, low achievers 
facing high challenges with low levels o f skill only experience flow during studying half 
as frequently, therefore, choosing to spend more time in less anxiety-producing activities, 
such as socializing. Unfortunately, the avoidance o f challenges can lead people to limit 
themselves throughout life.
Although flow is generally considered a positive experience, there are negative 
aspects to it. For example, if  flow experiences become addictive, the person “loses the 
freedom to determine the content o f consciousness” (Csikszentmihalyi, 1990, p. 62). In 
addition, behaviors often associated with juvenile delinquency are “motivated by the 
same need to have flow experiences not available in ordinary life” (p. 69). As 
Csikszentmihalyi (1990) points out,
As long as a significant segment o f society has few opportunities to encounter 
meaningful challenges, and few chances to develop the skills necessary to benefit
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from them, we must expect that violence and crime will attract those who cannot 
find their way to more complex autotelic experiences, (pp. 69-70)
Flow and the Creative Process
Flow is often experienced as individuals pursue an area o f  talent, whether it be in 
the performing arts, athletics, or math and physics (Csikszentmihalyi, Rathunde, & 
Whalen, 1997). Many highly creative people have described their creative activity as 
experiences o f  flow (Csikszentmihalyi, 1975; Getzels & Csikszentmihalyi, 1976; Klein, 
1990). Furthermore, the development o f talent, often in the form o f creative potential, is 
promoted by one’s ability to organize psychic energy or attention, as described in 
experiences o f  flow (Csikszentmihalyi, Rathunde, & Whalen, 1997).
Experiential Learning 
In exploring the growth o f the whole person, one must consider the various 
domains o f human development as well as the contexts in which development occurs. 
Knowledge regarding the relative positive influence o f various contexts is especially 
important in education, since the aim is to facilitate healthy development. Formal 
education traditionally occurs within the context o f  the school classroom, with occasional 
field trips into the surrounding world. Field-based, experiential education, on the other 
hand, occurs outside o f  the context o f the traditional school classroom.
Experiential learning involves directly encountering the particular aspect o f the 
world being studied. Field-based, experiential learning activities include programs such 
as internships, mentorships, ongoing service learning and community service projects, 
and intensive field work. Such experiences can occur within either commuter or 
residential arrangements. This portion o f the literature review presents (a) theoretical
R e p ro d u c e d  with p erm iss ion  of th e  copyright ow ner.  F u r the r  reproduction  prohibited without perm iss ion .
Experiences, Self-Concept, and Flow 51
underpinnings o f  experiential education (historical/philosophical), (b) differences 
between conventional classroom learning and experiential learning processes, (c) 
categories and characteristics o f  experiential learning, (d) models o f  experiential learning, 
and (e) research regarding its use at the secondary level, focusing specifically on the 
field-based, experiential education o f high-ability learners.
Theoretical Underpinnings
“Based in the intellectual traditions o f  social psychology, philosophy, and 
cognitive psychology,” experiential learning, “offers the foundation for an approach to 
education and learning as a lifelong process” (Kolb, 1984, p. 2). Experiential learning is 
grounded in action, or the philosophy o f learning by doing, and it involves encountering 
concrete applications o f  abstract concepts (Keeton & Tate, 1978). In other words, the 
student is directly confronted with a particular situation or phenomenon. The experience 
with which a student is faced may have singular or multiple influences in one or more o f 
the four domains o f development (physical, cognitive, affective, spiritual), depending on 
the nature o f the experience as well as on the nature and previous experience o f  the 
particular student.
In considering the theoretical basis o f experiential education, one must first look 
at the nature o f  learning, in general. Learning involves a fundamental shift or change, 
since it means to re-create oneself and go beyond what one was able to do or conceive o f 
prior to such change (Senge, 1990). Learning is growth. As a tree stretches its branches 
to the sun and its roots to deep groundwater, individuals stretch their bodies and minds in 
directions o f their own choosing, in response to their environments.
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The environment or educational context can facilitate growth by creating a bridge 
between personal experience and new understandings (Dewey, 1938; Friere, 1970;
James, 1907). Hence, education and experience should be purposefully linked (Dewey, 
1938; Kolb, 1984). Practical, real-life experiences are needed to help students make 
meaningful connections to related abstract ideas (Belenky et al., 1986; Tisdell, 1993; 
Enns, 1993) and, ultimately, to better prepare students for the world o f  work (Kolb, 1984) 
and for future life experiences (Beaudin & Quick, 1995). The environment, however, 
does not solely determine the direction or degree o f one’s growth, for individuals in 
extremely difficult circumstances have been known to consciously direct their energies 
into unexpected and positive directions o f growth. (Csikszentmihalyi, 1990; Frankl, 
1959).
Rooted in the humanist tradition o f James, Dewey, and Schiller (Beaudin & 
Quick, 1995), experiential education acknowledges and honors the integration o f emotion 
and cognition in the process o f learning (Bumard, 1989; Kolb & Fry, 1975). Aspects o f 
the individual are linked to their actions in the world around them. Likewise, in 
psychology, Maslow (1954) and Rogers (1961) focused on the interactive relationship 
between the individual and his or environment, noting that the quality o f a therapist’s 
relationship with the individual client is the critical variable in providing a climate in 
which “growth, change, and personal development will occur” (Rogers, 1961, p. 33).
Similarly, Friere (1970) applied the concept o f praxis -  a Marxian concept o f 
action and reflection (Kitching, 1988) -  to the educational process, specifically using it to 
describe the dialectical nature o f the student/teacher interaction. The combination of 
action and reflection continues to be considered an important element o f learning.
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‘“ Experiential learning is learning through doing [and] . . .  learning through reflecting on 
the doing . . . .  If we are to learn from what we do, we must notice what we do and reflect 
on it’ ” (Bumard, 1989, p. 2, as cited in Beaudin & Quick, 1995, p. 15).
To learn, therefore, an individual must start from him- or herself and move 
beyond. Learning begins with a connection between where one is and the place or 
understanding to which one aspires. In other words, learning is an interactive, dialectical 
process, involving both the individual and his or her environment. Therefore, a relevant 
connection between the content to be learned and the everyday lives o f the learners is 
crucial in order for learning to occur (Boud, Cohen, & Walker, 1993; Dewey, 1938;
Friere, 1970 ; Gass, 1992; Keeton & Tate, 1978; Tisdell, 1993). For the learning process 
to be personally meaningful, an individual must choose to be engaged; therefore, 
educators should endeavor to create and utilize activities and contexts that encourage 
personalized student involvement and promote conceptual understandings.
Categories and Characteristics o f Experiential Learning
Categories. Experiential learning is generally applicable to the following three 
categories o f  education: prior learning assessment, experiential classroom-based learning, 
and field-based experiences (Lewis & Williams, 1994). Prior learning assessment usually 
involves portfolio assessment or a standardized test. Knowledge from life experience is 
acknowledged in the form o f credit or certification. Experiential classroom-based 
learning occurs in the typical school setting. Instruction is based on real-life experiences, 
and students are involved in case studies and simulations, as well as activities of 
reflection. This study emphasizes field-based experiences, which involve direct 
interaction with practitioners in a particular field o f study and actual work in the area o f
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interest. Field-based, experiential education places students in real-world contexts where 
they encounter both the natural and logical consequences o f  dealing with a range of 
challenges in the guise o f both people and phenomenon. If constructed appropriately, the 
experiential educational context can present meaningful challenges that promote positive 
growth in individual learners. Students learn through their experiences.
Characteristics. Similar to flow, experiential learning involves intrinsically 
motivated activity. In addition, such activity requires “an investment o f  the self, which 
induces a certain tension that is only relieved when the activity is successfully 
performed” (Coleman, 1977, p. 59). The role o f immediate and clear feedback is 
evident, since an individual’s actions toward success in a particular activity adjust as 
feedback is received. When other people are involved, an emotional involvement arises, 
which “ increases the motivation and provides an associative structure o f  event in memory 
that helps ensure that whatever has been learned is not lost” (Coleman, 1977, p. 60). 
Consequently, interpersonal interactions are especially important at the start o f an 
educational activity, lessening the need for extrinsic rewards.
Another important characteristic o f  experiential learning is “the self-assurance and 
sense o f  accomplishment and mastery that successful action provides” (Coleman, 1977, p. 
60). This feeling o f accomplishment is an intrinsic reward that is strengthened in the 
context o f  a real-world setting involving other people. Experiential learning, therefore, 
seems to hold particular value in terms o f  reinforcing learning and strengthening self­
esteem (Coleman, 1977).
According to Bumard (1989), experiential learning activities are comprised o f  the 
following attributes.
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1. Action -  the learner is not a passive receptacle but an active participant; and 
there is physical movement, not just sitting.
2. Reflection -  learning only occurs after the action is reflected upon.
3. Phenomenological -  objects or situations are described without assigning 
values, meanings or interpretations; the learner must ascribe meaning to what is 
going on; and the facilitator’s meaning must not be automatically forced upon the 
student.
4. Subjective Human Experience -  a view o f the world that is the learner’s not 
the facilitator’s.
5. Human Experience as a Source o f  Learning -  “experiential learning then is an 
attempt to make use o f  human experience as part o f the learning process” 
(Bumard, 1989, p. 14, as cited in Beaudin & Quick, 1995, p. 19)
In addition, Joplin (1981) delineated the general characteristics o f experiential 
programs as follows.
1. Student-Based Rather Than Teacher-Based -  the learning encounter starts with 
the students’ ideas and concepts rather the teacher’s or the book’s.
2. Personal Not Impersonal Nature -  personal experiences and personal growth 
are valued in the classroom.
3. Process and Product Orientation -  emphasis is placed as much on learning as it 
is on the “right” answer.
4. Evaluation for Internal and External Reasons -  assessment is considered to be 
a learning experience that the students can leam to do on their own.
5. Holistic Understanding and Component Analysis -  students are urged to fully
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understand the content through the analysis o f primary sources o f the material 
and/or experiences with the material.
6. Organized Around Experience -  the students’ previous experiences are taken 
into account when creating the curriculum, as well as the new experiences that 
will be provided in the classroom, lab, or field trip.
7. Perception-Based Rather Than Theory-Based -  “experiential learning 
emphasizes a student’s ability to justify or explain a subject rather than recite an 
expert’s testimony” (Joplin, 1981, p. 20).
8. Individual-Based Rather Than Group-Based -  group identify and socialization 
skills are stressed, however, emphasis is placed on the individual learning within 
the group rather than on the group as a whole; criterion-referenced rather then 
norm-referenced.
(as cited in Beaudin & Quick, 1995, pp. 19-20)
Field-Based. Experiential Learning and Gifted Learners at the High School Level
Most o f the empirical research on the influences o f  experiential learning does not 
differentiate between gifted and nongifted learners, and much o f it focuses on service 
learning (Boss, 1994; Furco, 1997b; Marcus, Howard, & King, 1993; Myers-Lipton, 
1994). In addition, some studies limit their focus to elementary (Ballagas, 1981) or 
middle school (Haensly & Lehman, 1996) gifted students. Other than the previously 
described data on gifted learners in mentorship/intemship contexts, the research on field- 
based, experiential learning and gifted learners at the high school level is minimal.
One o f the studies was descriptive in nature. It involved gifted, high school 
students in a baseline study o f  the ecological health o f  a nearby park, and project impact
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assessments were incomplete and based on evaluation checklists (Killian, 1976). Student 
impact was characterized as “gaining insights and experiences in their work with 
representatives from the business, scientific, and recreation community” (Bogner, 1981, 
abstract).
A grounded theory research study (Gibboney, 1997) explored senior high school 
honors students’ perceptions o f their participation in a service learning course. Findings 
revealed that participation provided students with opportunities to reflect on the 
community-related activities. In addition, participation in the course acted as a catalyst in 
helping students determine both the type and degree o f their community involvement.
The most comprehensive studies involved career education and outdoor education 
o f gifted learners. Caston’s (1982) study on career maturity o f  gifted students contributed 
important findings. The study considered different career education programs and the 
influences o f  participation in these programs on gifted high school students. Findings 
suggested that
nonpaid, on-the-job training in career areas o f interest enhanced students’ career 
choice attitudes and career competencies. This type o f  work setting, considered 
also as an experiential activity, would enable youth to better select and prepare for 
a satisfying occupation, (p. 110)
Although Alton’s (1981) research focused on young adolescent boys (ages 11 to 
13), its relevance to this study warrants further mention. In the area o f  outdoor education, 
Alton (1982) found that
the techniques o f  values clarification, sensitivity training, group process activities, 
and experiential outdoor education worked with these gifted young adolescents
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much the same as they do with adult populations. Enthusiasm, involvement, 
verbalization o f  feelings, and apparent growth in interpersonal and group 
effectiveness -  all were evident. Observations o f  behaviors showed increased 
self-understanding, self-awareness, self-confidence, and increased acceptance o f 
others, (p. 271)
Finally, Robbins’s (1997) student evaluation o f the Earthwatch Education 
Program surveyed the personal and educational influences o f participating in a two-week 
Earthwatch expedition. The expeditions included life science, earth science, social 
science, and archaeology projects around the world. The high school students involved 
were most likely o f high or gifted ability levels since they had to compete to receive the 
education awards toward participation. Findings were based on a 31% response rate. In 
terms of overall learning, the overall experience was rated as “very beneficial” by nearly 
100% o f respondents. As Robbins (1997) notes,
The student gains not only first-hand experience working alongside leading 
scientists, but also new perspectives on and tools for real-life problem solving 
through field research, a window into the many kinds o f career choices in science, 
and, just as importantly, increased self-esteem and confidence, (p. 8)
Conclusions
The review o f literature has taken a comprehensive look at gifted learners, self- 
concept, flow, and experiential learning. It is clear that gifted learners, as a group, have 
unique qualities and unique needs in many areas. In general, they exhibit higher 
intellectual capacities for learning and are a complex mix o f sensitivity, perfectionism, 
intensity, and introversion (Silverman, 1994). They often struggle with their unique
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qualities and have specific academic, social-emotional, and academic planning and career 
counseling needs. In particular, these needs include (a) understanding how the 
knowledge gained in academic classes apply in the context o f the real world; (b) 
understanding their strengths and weaknesses and how they are similar and different from 
other learners; and (c) becoming aware o f career opportunities and understanding career 
choices (VanTassel-Baska, 1998a).
It is also evident that certain approaches better meet the needs o f gifted learners. 
Overall, these learners benefit from being challenged by high-level content, concepts, and 
processes at a pace and time suited to their advanced capacities for learning (Tomlinson, 
1996; VanTassel-Baska, 1998a). In addition, gifted learners benefit from being grouped 
with those o f similar intellectual ability (Kulik & Kulik, 1992) and from being placed in 
real-life contexts with experts in a field o f interest who can mentor them (Prillaman & 
Richardson, 1989). Positive mentorship experiences benefit learners in terms of 
academics (Minnehan & Strunk, 1992), social-emotional aspects (Torrance, 1984), and 
career planning (Bolton, 1980).
Self-concept, a particular area o f need for gifted learners, is influenced by one’s 
abilities and by the messages reflected by society and significant individuals (Torrance, 
1965). In different learning contexts and with different people, these reflected messages 
vary. For example, a gifted learner may have high academic self-concept but low social 
self-concept. Concerns have been identified in areas o f global and social self-concept 
(Robinson & Noble, 1991). The research findings on the self-concept o f gifted learners 
have been inconsistent. They suggest that gifted learners, overall, have strong academic 
and social self-concepts and that gifted girls and those o f  highly gifted ability may have
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lower levels o f self-esteem than those o f other gifted learners (VanTassel-Baska, 1993).
Optimal experience, or flow, is often experienced as individuals pursue areas of 
talent (Csikszentmihalyi, Rathunde, & Whalen, 1997), so it is also o f particular interest 
among those studying gifted learners. It is a recognized phenomenon that crosses culture, 
age, gender, and socioeconomic status (Csikszentmihalyi & Csikszentmihalyi, 1988). In 
addition, activities that produce flow vary in content, from rock climbing to chess playing 
(Bell, 1995; Cskiszentmihalyi, 1975; LeFevre, 1988; Massimini & Carli, 1988).
Finally, activities that produce flow and that influence self-concept in gifted 
learners are also o f  interest, especially to those who plan and implement educational 
activities for these learners. The majority o f research on field-based, experiential 
education does not differentiate between gifted and nongifted learners, and much of it 
focuses on service learning (Boss, 1994; Furco, 1997; Marcus, Howard, & King, 1993; 
Myers-Lipton, 1994). Few studies focused on gifted high school students, but their 
findings suggest “ increased self-understanding, self-awareness, self-confidence, and 
increased acceptance o f  others” (Alton, 1982, p. 271. In addition, students benefitted 
from the experience o f  working with experts, gained new insights regarding real-life 
problem-solving, gained a clearer understanding o f  career choices, and showed growth in 
self-concept (Robbins, 1997).
Although the literature reflects a comprehensive exploration o f the four strands of 
knowledge examined (gifted learners, self-concept, flow, and experiential learning), 
research on the interplay between and among the various strands is limited. In response 
to this limitation, this study will investigate the relationships between and among self- 
concept, flow, and educational experiences with respect to high-ability, gifted, and highly
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gifted learners at the high school level. The aim is to better understand these 
relationships so that parents, counselors, and educational practitioners can use the 
knowledge gained to meet more appropriately the needs o f these populations o f  learners.
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Chapter 3: Methodology 
Introduction
This study used a correlational design to examine the relationships between field- 
based, experiential (nonclassroom) education o f  precollegiate learners; classroom-based 
education o f  precollegiate learners; their self-concept; and optimal experience, as defined 
by Csikszentmihalyi’s (1990) theory o f flow. The research focused specifically on a 
sample o f high-ability, gifted, and highly gifted learners. The study was designed to add 
to the literature regarding the influence o f different types o f educational experiences (i.e., 
field-based, experiential education and classroom-based education) on self-concept, 
creative activity, and quality o f life. The research addressed the multidimensional aspects 
o f self-concept as well as global self-concept, and looked at the concept o f flow in each 
dimension o f  self-concept. Three self-report survey instruments were used for data 
collection purposes.
Conceptual Framework
Self-Concept
The construct o f self-concept, which is basically how a person perceives him- or 
herself, was viewed through the conceptual lens o f Shavelson, Hubner, and Stanton 
(1976). “They proposed that a definition o f  self-concept should consider the construct’s 
(a) theoretical organization, (b) multifaceted nature, (c) hierarchical structure, (d) 
stability, (e) developmental nature, (f) evaluative underpinnings, and (g) differentiality 
from other constructs” (Bracken, 1996, p. 464). Their work has had considerable
62
R e p ro d u c e d  with perm iss ion  of th e  copyright ow ner.  F u r th e r  reproduction  prohibited without perm iss ion .
Experiences, Self-Concept, and Flow 63
influence on how psychologists perceive self-concept, and it has led to the formulation o f 
various measures o f  self-concept that reflect their seven characteristics (Bracken, 1996).
One’s self-perceptions naturally involve one’s consciousness, which directs 
psychic energy or attention. Whether this consciousness emerges from a separate entity -  
the cognitive perspective -  (Freud, 1949; Kemberg, 1975; Harter, 1983) or whether it 
operates as a reflection o f past experiences -  the behavioral perspective -  (Skinner, 1971; 
Bandura, 1977; Bracken, 1992) is irrelevant to this study. Instead, attention should be 
directed toward what can be measured and what can be inferred about the self from such 
measurements. The self is not directly observable, but related behaviors are.
For this reason, the Multidimensional Self Concept Scale (MSCS; Bracken, 1992) 
was selected for use in this study. The MSCS (1992) views self-concept “as being 
acquired according to behavioral principles” (Bracken, 1996, p. 466). Self-concept has 
been cited as the most important factor influencing behavior (Lewis, 1994); therefore, it 
seemed reasonable to use a behaviorally based instrument to measure it. The MSCS also 
reflects the seven characteristics o f self-concept (theoretical organization, multifaceted 
nature, hierarchical structure, stability, developmental nature, evaluative underpinnings, 
and differentiality from other constructs) as determined by Shavelson et al. (1976).
In terms o f  theoretical organization, self-concept is seen as developing in an 
organized manner. From a behavioral viewpoint, self-concept is incrementally formed as 
one acts on and interacts in a variety o f contexts. In this sense, the construct o f self- 
concept “represents individuals’ learned evaluations and judgments o f themselves based 
on their successes and failures, reinforcement histories, and the ways in which others 
react to them and interact with them” (Bracken, 1996, p. 467).
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In addition, the MSCS was chosen because it take a comprehensive view of 
humanity, therefore aligning well with the nature o f educational experiences and flow, 
both o f which occur across many domains o f life. The MSCS assesses the multifaceted 
nature o f  self-concept. It recognizes six domains or “primary environmental contexts: 
social, competence, affect, academic, family, and physical” (Bracken, 1996, p. 467). 
Going one step further, the MSCS considers the more specific contexts resulting from the 
overlap o f  the primary domains as well.
COMPETENCE
FAMILY SOCIAL
GLOBAL 
SELF CO N C EPT
( ^
A C A D E M IC ^
PHYSICAL
Figure 1. Multidimensional Self Concept Scale 
(MSCS). From Multidimensional Self Concept Scale, by 
B.A. Bracken, 1992, Austin, TX: Pro-Ed.
The MSCS approach also adheres to the hierarchical structure o f self-concept. It 
presumes a generalized or global self-concept at the top o f  the hierarchy. The next level
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is comprised o f  the six primary domains, and the lowest hierarchical level includes the 
overlaps among those six domains.
With regard to stability, the MSCS views self-concept “as a learned behavioral 
response pattern” (Bracken, 1996, p. 473), making it “reasonable to expect self-concept to 
be a stable construct” (p. 473). It only changes slowly and incrementally in response to 
changes in environmental contexts and adaptations therein. Naturally, global self-concept 
measures are more stable than those o f domain-specific self-concept, since the more 
specific the area, the more susceptible it is to daily influences.
In terms o f being developmental in nature, self-concept is viewed by the MSCS as 
becoming “increasingly defined, recognizable, and differentiated with age” (Bracken, 
1996, p. 474). As a child’s realm o f experiences and contexts grows, he or she can self- 
evaluate both within and across contexts. “Children gradually experience somewhat 
consistent outcomes within similar environmental contexts and somewhat inconsistent 
outcomes across different environmental contexts, and these differential learning 
experiences lead to more clearly differentiated domain-specific self-concepts” (p. 474).
The MSCS model also addresses the evaluations that individuals make as they 
interact in various contexts. These ongoing evaluations underlie one’s self-concept. 
According to the MSCS model, “children acquire their self-concepts as a result o f an 
evaluative process based on information gained from two perspectives (personal and 
other) and four standards (absolute, ipsative. comparative, and ideal)” (Bracken, 1996, p. 
475). Information is either gained from direct personal experience or from indirect or 
vicarious experience based on another’s perspective. Behaviors are evaluated based on
(a) absolute standards -  clear success or failure at a particular activity; (b) ipsative
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standards -  performance in one area relative to overall performance; (c) comparative 
standards -  performance in one area relative to others’ performance in the same area; and 
(d) ideal standards -  performance in an area relative to personal or societal expectations 
for performance. During the process o f  self-concept acquisition, individuals may utilize 
any combination o f  the perspectives and evaluative standards (Bracken, 1996).
Finally, the MSCS model reflects construct differentiality, as proposed by 
Shavelson, Hubner, & Stanton. (1976). Self-concept is seen as being separate from yet 
related to other constructs, such as achievement and intelligence, for example. A self- 
evaluation o f  how one performs is different from one’s actual ability to perform in a 
particular area. At the same time, one’s perception regarding performance in a particular 
area is necessarily influenced by one’s demonstrated ability to perform in that area, and it 
leads to predictions regarding future performance in similar contexts (Bracken, 1996). A 
clear example o f  the relationship between self-concept and another construct is in the area 
o f  academics. Research shows that academic self-concept acts as a strong predictor o f 
academic achievement (Bloom, 1976; Hansford & Hattie, 1982).
In sum, the MSCS model defines self-concept as “a multidimensional and 
context-dependent learned behavioral pattern that reflects an individual’s evaluation o f 
past behaviors and experiences, influences an individual’s current behaviors, and predicts 
an individual’s future behaviors” (Bracken, 1992, p. 10). The consideration o f behaviors 
and experiences is especially important in light o f  the research regarding quality o f 
experience and self-concept. Those who have more optimal experiences, or flow, have 
been shown to have higher self-concepts (Wells, 1988). “It seems clear [...] that the 
strength o f  the self depends on the cumulative history o f  positive feedback one gets in
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high-challenge, high-skill interactions” (Csikszentmihalyi & Csikszentmihalyi, 1988, p. 
370). Given that research has shown a significant relationship between frequency o f flow 
experiences and global self-concept (Wells, 1988), this study aimed to further explore 
that connection.
Optimal Experience
Optimal experience was viewed through Csikszentmihalyi’s (1990) theory of 
flow. According to this theory, optimal experience, termed “flow,” is defined as “the 
state in which people are so involved in an activity that nothing else seems to matter; the 
experience itself is so enjoyable that people will do it even at great cost, for the sheer sake 
o f  doing it” (Csikszentmihalyi, 1990, p. 4). According to Whalen (1999), 
states o f  mind associated with flow include
• immersed, focused concentration -  being completely “in the moment”
• clarity about one’s goals and objectives -  “knowing what you’re after”
• attention “centered” on immediate challenges o f  the activity -  “single- 
mindedness”
• a merger between action and awareness -  more like active participation 
than control
• losing track o f normal clock time - “time flies by”
• a suspension o f  ego (loss o f “external” awareness o f  self, one’s problems, 
fatigue)
• a deft control over attention -  more like “active effortlessness” than 
“trying hard”
• intrinsic motivation -  doing the activity “ fcr its own sake”
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• feelings o f  interest, enjoyment, involvement, gracefulness -  “playful 
urgency.” (p. 3)
In addition, flow is more likely to occur in contexts and activities that (a) 
“promote clear goals and guidelines for action, (b) minimize distractions and help focus 
attention, (c) provide prompt and clear feedback about the success o f one’s actions, (d) 
permit ongoing opportunities to choose and determine one’s actions, and (e) permit close 
control over the level o f challenge and the match to one’s skills” (Whalen, 1999, p. 3).
Anxiety 
A3 -CO
-  A2 
Boredomlow
highlow
Figure 2. Csikszentmihalyi’s (1990) depiction o f the flow channel in 
which the skill and challenge levels are optimally matched. A1 = Apathy;
A2 = Boredom; A3 = Anxiety; A4 = Flow. Adapted from Flow: The 
psychology o f optimal experience (p. 74), by M. Csikszentmihalyi, 1990,
New York: HarperCollins.
Research Questions and Data Analysis Procedures 
The research questions in this study were intended to further the understanding o f 
field-based, experiential (nonclassroom) education and classroom-based education and 
their relationships to self-concept and to flow experiences. Both the degree and overall 
intensity o f participation in educational activities were considered. Relationships
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between domains o f  self-concept and flow were also explored. The research focused on a 
sample o f  precollegiate learners o f high, gifted, and highly gifted ability. The 
instruments that were used to address each question were as follows. The Experience 
Survey (ES) was utilized to respond to questions related to degree and intensity o f 
participation. The MSCS (Bracken, 1992) was used to address questions related to self- 
concept, and the Multidimensional Flow Scale (MFS) was utilized to answer questions 
about flow. Data from combinations o f  the instruments were used as appropriate. 
Demographic information was collected through a demographic data sheet. The data 
analysis procedures involved analyses o f  variance and correlations (Kiess, 1996). The 
following procedures were used to calculate overall intensity o f participation: the 
researcher (a) summed the ratings for intensity o f influence o f individual activities 
(intensity o f influence); (b) summed the number o f activities experienced (degree of 
participation); and then (c) divided the intensity o f influence by the degree o f 
participation.
Because this study was not “designed to test hypotheses derived from a theory,” 
research questions were stated (Gall, Borg, & Gall, 1996, p. 58). It was anticipated that 
the intensity o f participation in experiential, field-based (nonclassroom) education would 
have a significantly higher perceived benefit to learners as compared to classroom-based 
education. Similarly, it was anticipated that flow would occur significantly more often in 
the nonclassroom educational context than in the classroom educational context. It was 
also expected that positive relationships would exist between experience, self-concept, 
and flow. Research questions one through four were as follows.
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1. The data analyses for the ES specifically addressed the following questions:
(a) How do the degree and overall intensity o f participation in field-based, experiential 
education (nonclassroom) and classroom-based education vary among precollegiate 
learners based on variables o f gender and ability?
(b) Do intensity o f  participation ratings differ significantly on the basis o f context (i.e., 
nonclassroom versus classroom) and in terms o f gender and ability?
Research Question One “a” was analyzed by running a 2 (gender) x 3 (ability) 
multivariate analysis o f variance for degree o f participation in field-based, experiential 
education (nonclassroom) and degree o f participation in classroom-based education and 
also a 2 (gender) x 3 (ability) multivariate analysis o f variance for overall intensity of 
participation for each context (i.e., nonclassroom and classroom). Question One “b” was 
analyzed by running a paired samples t-test on nonclassroom intensity o f participation 
and classroom intensity o f participation, and then additional paired samples t-tests 
comparing the nonclassroom and classroom contexts based on gender and ability.
2. The data analyses for the MSCS (Bracken, 1992) addressed the following 
question: How do global and domain-specific self-concepts vary among precollegiate 
learners based on variables o f gender and ability?
Research question two was analyzed through a 2 (gender) x 3 (ability) univariate 
analysis o f  variance o f  global self-concept and through a repeated measures, mixed- 
design, multivariate analysis o f variance o f domain-specific self-concepts. In this 
instance, within-group (domains) and between-group (gender and ability) variances were 
examined with regard to both global and domain-specific self-concepts.
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3. The analyses o f the MFS data were based on the following questions:
(a) How do global and domain-specific frequency o f flow experiences in field-based, 
experiential education (nonclassroom) and in classroom-based education vary among 
precollegiate learners based on variables o f gender and ability?
(b) Do global flow ratings differ significantly on the basis o f context (i.e., nonclassroom 
versus classroom) and in terms o f gender and ability?
(c) Do domain-specific flow ratings differ significantly on the basis o f  context (i.e., 
nonclassroom versus classroom) and in terms o f gender and ability?
Research Question Three “a” was analyzed through a repeated measures, mixed 
design, multivariate analysis o f  variance o f  global nonclassroom and classroom frequency 
o f  flow, and by running a 2 (gender) x 3 (ability) multivariate analysis o f variance o f 
domain-specific nonclassroom and classroom frequency o f flow experiences. In this 
instance, within-group (domains) and between-group (gender and ability) variances were 
examined with regard to both global and domain-specific flow. Question Three “b” was 
analyzed by running a paired samples t-test on global nonclassroom flow and global 
classroom flow and a multivariate analysis o f variance o f  global nonclassroom flow 
versus global classroom flow based on gender and ability. Question Three “c” was 
analyzed by running repeated measures analyses o f  variance for nonclassroom flow 
versus classroom flow in each domain by gender and ability.
4. The analyses o f  the data from the combination o f the three instruments probed 
the following question: What are the relationships between the degree and overall 
intensity o f precollegiate participation in field-based, experiential education 
(nonclassroom) and the degree and overall intensity o f classroom-based education; both
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global and domain-specific self-concept; and domain-specific flow in both nonclassroom 
and classroom educational contexts based on variables o f gender and ability?
Research Question Four was analyzed by (a) running Pearson Product Moment 
Correlations between degree and overall intensity o f  nonclassroom and classroom 
participation and global and domain-specific self-concept and for each by gender and 
ability, (b) running Pearson Product Moment Correlations between degree and overall 
intensity o f  nonclassroom and classroom participation and global and domain-specific 
frequency o f  flow and for each by gender and ability in nonclassroom and classroom 
educational contexts, and (c) running Pearson Product Moment Correlations between 
global and domain-specific self-concept and global and domain-specific frequency of 
flow (in subdomains related to aspects o f self-concept) in both nonclassroom and 
classroom educational contexts and for each by gender and ability.
Dependent Variables 
The dependent variables included the following measures for analysis: the ES, 
which measures intensity o f influence, degree o f participation, and overall intensity of 
participation for both nonclassroom and classroom educational contexts; the MSCS 
(Bracken, 1992), which measures global and domain-specific self-concept; and the MFS, 
which measures frequency o f  flow during various types o f activities in both nonclassroom 
and classroom educational contexts.
Independent Variables 
The independent variables were the demographic features o f  gender and ability 
and the context o f educational experiences (nonclassroom and classroom).
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Research Design
The research questions were quantitatively investigated using multivariate 
analyses o f variance, t-tests, and correlations. To deepen the understandings based on the 
quantitative analyses, content analysis was conducted for a small portion o f qualitative 
data on flow. Based in the quantitative research paradigm, a correlational design was 
selected because the research focus involved relationships among different variables 
(Gall, Borg, & Gall, 1996). Furthermore, the bulk o f previous research on self-concept 
has used a quantitative approach (Berryman, Larkins, & McKinney, 1983; Coleman & 
Fults, 1983; Harter, 1982; Kanoy, Johnson, & Kanoy, 1980; Kelly & Colangelo, 1984; 
Klein & Zehms, 1996; Orosan, Weine, Jason, & Johnson, 1992; Osborne & LeGette, 
1982; Piers, 1984; Ryan & Morrow, 1986; Tong & Yewchuk, 1996).
It is important to note, however, that the majority o f  previous studies on self- 
concept have focused only on global scores. In contrast, this study considered both 
global and domain-specific self-concept in an attempt to adhere to a more recent 
definition o f the construct (Shavelson, Hubner, & Stanton, 1976) and to studies utilizing 
related, more refined instrumentation (Byrne & Shavelson, 1987; Crain & Bracken, 1994; 
Marsh, 1987; Marsh, Craven, & Debus, 1991). The use o f a similar methodology allows 
for comparisons to be made. Similarly, research studies regarding flow (Carli, Delle 
Fave & Massimini, 1988; Csikszentmihalyi, Rathunde, & Whalen, 1993; Delle Fave & 
Massimini, 1988; Han, 1988; Lefevre, 1988; Massimini & Carli, 1988; Nakamura, 1988; 
Rathunde, 1988; Wells, 1988) and experiential learning (Furco, 1997a, 1997b; Marcus, 
Howard, & King, 1993; Waterman, 1997) have often utilized a quantitative approach.
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Participants
The population base for this study was precollegiate learners who had been 
accepted by the College o f William & Mary and planned to attend, starting in the fall of 
2000 (approximately 1,320 students). This population was purposefully chosen since it 
was expected to meet the necessary criteria for this study, namely, including high-ability, 
gifted, and highly gifted learners, many o f whom would have participated in some form 
o f field-based, experiential learning during their high school years.
The actual sample o f  research participants was a random sample o f 325 students 
selected from the overall population o f approximately 1,320 incoming freshmen.
For purposes o f analysis, the participants were separated into various comparison 
groups by gender and ability.
Instruments
The data for this research study were collected through the use o f an investigator- 
developed ES; the MSCS (Bracken, 1992); and an investigator-developed MFS, an 
adaptation o f  the Flow Activities Assessment (Whalen, 1997). These instruments were 
used separately and in combination to address the research questions. Each instrument is 
described in detail below.
Experience Scale
The investigator-developed ES was designed to examine the type and overall 
intensity o f  educational experiences during the high school years (from grades 9 through 
12). Each item in the instrument was stated in simple and concise form in an attempt to 
eliminate any possible confusion and to make the scale accessible to those o f a wide 
range o f ages and abilities. The instrument was designed for Internet access. Prior to its
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use, the instrument was reviewed by a psychometric expert in test construction and was 
then pilot-tested and revised accordingly.
Multidimensional Self Concept Scale
The MSCS (Bracken, 1992) takes a behavioralistic perspective, defining self- 
concept as “a learned, organized response pattern that is acquired and maintained through 
an individual’s actions upon and reactions to stimuli in various environmental contexts” 
(Crain & Bracken, 1994, p. 497). As stated previously, the MSCS also reflects the 
seven characteristics o f self-concept (theoretical organization, multifaceted nature, 
hierarchical structure, stability, developmental nature, evaluative underpinnings, and 
differentiality from other constructs) as determined by Shavelson et al. (1976).
The 150-item instrument evaluates various aspects o f self-concept. It considers 
global as well as domain-specific self-concept, and assesses the following six domains: 
“Social, Competence, Affect, Academic, Family, and Physical” (MSCS, Bracken, 1992). 
The MSCS was nationally normed on a sample “representative o f  the United States 
population according to 1990 U.S. Census data in terms o f gender, ethnic group, and 
geographic region” (Crain & Bracken, 1994, p. 502). In addition, the participants ranged 
from ages 9 to 19 and they varied widely in terms o f their abilities and their 
exceptionalities (Crain & Bracken, 1994).
The MSCS has proven to be highly reliable, with coefficient alphas above .90 on 
all o f the domain-specific scales, except for the Competence domain at .87. Internal 
consistency and test-retest reliability are also strong. Alphas for internal consistency 
range from .97 to .99 for the entire sample at each age group. The stability coefficient 
for the total scale was .90, with a range o f domain-specific stability coefficients from .73
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to .81. The six domains also “possess sufficient specific variance to interpret each as 
measuring a unique facet o f self-concept” (Crain & Bracken, 1994, p. 502).
In addition, there is strong evidence o f the validity o f  the MSCS (Bracken et al., 
1992; Foster, 1992; Schicke & Fagan, 1992). One example is the factor analysis o f the 
MSCS and “ four other self-concept/self-esteem instruments” (Crain & Bracken, 1994, p. 
502). The results o f the analysis revealed the “hierarchical nature o f the construct 
through the existence o f a large global factor, as well as six intercorrelated primary 
factors that corresponded to the M SCS’s six domain-specific scales” (1994, p. 502). 
Concurrent validity is supported by “high, positive correlations o f .73 and .85 between 
the MSCS Total Scale score and total scores on widely-used instruments” (1994, p. 503) 
as well as by correlations o f .69 and .80 between the MSCS and newer instruments that 
also follow a multidimensional model (1994). Further details with respect to MSCS’s 
validity are available in the MSCS Examiner’s Manual (Bracken, 1992). The instrument 
was adapted for Internet access with the developer’s permission.
Multidimensional Flow Scale
The investigator-developed MFS was specifically designed to examine the 
experience o f  flow as it relates to each o f eight subdomains, with six o f those domains 
aligned with those o f self-concept (social, competence, affect, academic, family, and 
physical) as delineated in the MSCS (Bracken, 1992) model. The instrument was adapted 
for Internet access. Each item in the instrument was stated simply, with the intent o f 
prompting meaningful thought from those o f a wide range o f ages and abilities. The 
instrument was based on the Flow Activities Assessment (Whalen, 1997), which is 
currently being used in a grant project at the Center for Talent Development at
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Northwestern University to discover student profiles where flow activities match career 
interests as opposed to student profiles where flow activities do not match career interests 
(personal communication, Paula Olszewski-Kubilius, May 16, 2000).
During its development, the instrument was reviewed by a psychometric expert 
in test construction. Then the instrument was further reviewed by doctoral students and 
post-doctoral fellows at the College o f William & Mary who were familiar with 
Csikszentmihalyi’s (1990) concept o f flow. They were asked to identify those items that 
best exemplify experiences o f flow. Items were decreased in number to reflect the 
responses o f both the test expert and those familiar with the concept o f  flow. At this 
point, 15 items related to flow in each of the 6 categories related to the subdomains of 
self-concept were included in the instrument, which was then piloted.
Pilot Test
The initial pilot testing o f  the ES and the MFS occurred on June 1, 2000, with 23 
students in an Advanced Placement Economics class that met from 7:45 a.m. until 9:15 
a.m. at Jamestown High School in Williamsburg, VA. This class was chosen on the basis 
o f availability and because it was comprised o f students who were close in age and 
estimated ability o f  the participants anticipated in the actual study. Since the pilot test 
was a classroom activity, the researcher got the permission o f the Human Subjects 
Committee and the teacher o f the class in which the pilot testing occurred. Overall, the 
students probably tended to be more science/math oriented than typical students, and the 
class included the top students in the senior class as well as a few top students from lower 
grades (according to the teacher and substantiated in an informal conversation with one o f 
the student’s parents after the 6/1/00 pilot). O f the 23 participants, 8 were girls, 7 of
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whom identified themselves as White and 1 as Black, and 15 were boys, 13 o f  whom 
identified themselves as White, 1 as Eskimo, and 1 as Asian/Pacific Islander 
(terminology regarding races is taken from the United States Census Bureau). Given that 
the sample size was small and the sample had a restricted range o f talent, the resulting 
stability and internal consistency coefficients are likely underestimates relative to a larger 
and more diverse sample (as was anticipated in the actual study).
The researcher explained the purpose o f  the pilot testing to the participants and 
administered the scales. Following test administration, she carried out informal 
individual and whole-class discussions regarding the instruments and individual items. 
These discussions were based on previously prepared focus group questions, and 
addressed areas such as the clarity o f  items and the length o f time needed to complete the 
instruments.
Pretest: Experience Survey
The Experience Survey (ES) also underwent analysis and some changes before 
retesting. This survey is basically a report o f experiences with various activities, so it was 
only analyzed for clarity and time needed to complete. The ES took participants from 
15 to 39 minutes to complete. As with the MFS, the written directions for the revised ES 
(RES) emphasized the need to complete all items for the activities in which they 
participated. The few changes made on the RES reflected the participant feedback from 
discussion. For example, the “Other” item was eliminated, and the term “higher power” 
was again changed to “spiritual power.”
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Pretest: Multidimensional Flow Scale
The initial pilot test responses were then analyzed. The Multidimensional Flow 
Scale (MFS) required between 10 and 30 minutes to complete. In addition, the MFS was 
analyzed for internal consistency using SPSS to run a Cronbach Alpha (Kiess, 1996). 
Based on the results (see Table 1) and on the feedback from the discussions with 
participants, items were decreased from 15 per subtest category to 10 per subtest 
category, as previously planned, resulting in a Revised MFS (RMFS).
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Table 1
Pilot Test Reliability: Internal Consistency -  MFS Version (w/15 items per subtest)
Scale/Test Context 1* 
Nonclassroom- 
Based
n Alpha Context 2* 
Classroom- 
Based
n Alpha
Total Scale** Contexts 
1 and 2
4 0.87
Subscale 1 6 0.94 2 4 0.71
Subtests:
Social 1 21 0.82 2 20 0.77
Competence 1 18 0.86 2 18 0.85
Affective 1 22 0.90 2 22 0.92
Academic 1 18 0.95 2 19 0.93
Family 1 19 0.92 2 14 0.95
Physical 1 18 0.93 2 10 0.97
Creative 1 21 0.93 2 20 0.94
Spiritual 1 10 0.80 2 9 0.75
•Contexts: Context 1 = nonclassroom-based; context 2 = Classroom-based. 
••T otal Scale = all items combined, in both contexts.
The RMFS was also analyzed for internal consistency using SPSS. Table 2 
presents the data for the RMFS subtests (social, competence, affective, academic, family, 
physical, creative, spiritual), the subscales (context 1: nonclassroom-based; context 2: 
classroom-based), and for the total scale (all items combined, in both contexts).
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Table 2
Pilot Test Reliability: Internal Consistency -  RMFS Version fw/10 items per subtest)
Scale/Test Context 1* 
Nonclassroom- 
Based
n Alpha Context 2* 
Classroom- 
Based
n Alpha
Total Scale** Contexts 
1 and 2
4 0.84
Subscale 1 6 0.92 2 4 0.67
Subtests
Social 1 21 0.81 2 20 0.80
Competence I 19 0.83 2 19 0.86
Affective 1 22 0.91 2 22 0.90
Academic I 18 0.95 2 19 0.94
Family 1 19 0.92 2 14 0.95
Physical 1 18 0.94 2 11 0.98
Creative 1 21 0.94 2 20 0.94
Spiritual 1 11 0.77 2 10 0.81
*Contexts: Context 1 = nonclassroom-based; Context 2 = classroom-based. 
**Total Scale = all items combined, in both contexts.
Although the reliability for both the MFS and RMFS appear strong, they are most 
likely underestimates o f the scales’ true reliability, due to the small sample size and 
restricted range or variability. Also, many students left either items or sections o f  the 
scale blank during the administration o f  the MFS, further decreasing the number o f cases 
available for analysis. As a result, the written directions in the RMFS emphasized the 
need to complete all items. In addition, the wording o f a few items in the spiritual 
domain were changed because o f  confusion expressed by the participants during the 
group discussion. For example, some participants were confused by the terms “higher
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power” and “creator.” Some thought o f  a boss or the government as a higher power and 
their mother as creator. Terms were changed to “spiritual power” or “spiritual 
connection,” accordingly.
Posttest: Revised Multidimensional Flow Scale
The pilot retest for both the RMFS and RES occurred on June 12, 2000, at 
Jamestown High School and was administered by Mr. Ambler, the classroom teacher for 
the same group o f advanced placement economic students. One additional student (a 
White girl) was present, and she also completed the instruments, bringing the total 
participants up to 24. The teacher was provided with written instructions regarding the 
standardized administration o f the instruments.
When analyzing the retest responses for reliability o f the RMFS, the researcher 
first analyzed internal consistency (see Table 3) using SPSS. As in the earlier version o f 
the instrument, internal consistency was strong for the RMFS. Given the small sample 
sizes and restricted variability, these data are, nonetheless, likely to be underestimates o f 
the internal consistency.
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Table 3
Pilot Posttest Reliability: Internal Consistency for the RMFS
Scale/Test Context 1 + 
Nonclassroom 
-Based
n Alpha Context 2 *  
Classroom- 
Based
n Alpha
Total S c a le ^ Contexts 
1 and 2
15 0.96
Subscale 1 18 0.92 2 15 0.95
Sub tests:
Social 1 24 0.87 2 22 0.80
Competence 1 24 0.84 2 23 0.91
Affective 1 24 0.84 2 22 0.92
Academic 1 23 0.92 2 23 0.92
Family I 24 0.94 2 20 0.95
Physical 1 21 0.89 2 20 0.92
Creative 1 22 0.90 2 21 0.92
Spiritual 1 23 0.87 2 22 0.92
♦Contexts: Context 1 = nonclassroom-based; Context 2 = classroom-based.
♦♦Total Scale = all items combined, in both contexts.
Next, test-retest correlations and t-tests (see Table 4) were run for the RMFS 
using SPSS. Only one o f the t-tests was significant, with alpha set at 0.01 (to correct for 
alpha slippage due to multiple contrasts). In other words, the students’ opinions did not 
change significantly from the pretest to the posttest, which suggests stability o f  the 
respondents. As such, the low stability numbers are likely due mostly to the small
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sample size. It is important to note that these are pilot data only and that stability 
estimates are a stricter criterion on which to judge the reliability o f  an instrument.
Table 4
Pilot Reliability: Stability Coefficients and T-Tests for the RMFS
Subtest Subscale* n Pretest
RMFS
Posttest
RMFS
r Sig. t Sig.
**
2-tail
M SD M SD
Social Context 1 21 21.86 4.96 23.33 5.43 0.45 0.04 -1.24 0.23
Context 2 18 26.50 5.46 26.06 4.04 0.08 0.75 0.29 0.78
Contexts 
1 and 2
18 48.44 7.98 49.28 8.97 0.47 0.05 -0.40 0.69
Com­
petence
Context 1 20 19.95 5.52 23.95 4.51 0.45 0.05 -3.35 0.00**
Context 2 19 22.37 6.15 24.32 5.33 0.38 0.11 -1.32 0.20
Contexts 
1 and 2
19 42.42 11.36 48.26 8.65 0.48 0.04 -2.43 0.03
A ffec­
tive
Context 1 22 20.36 6.12 22.14 5.60 0.50 0.02 -1.41 0.17
Context 2 21 24.86 6.87 25.14 7.36 0.46 0.04 -0.18 0.86
Contexts 
1 and 2
21 45.24 11.46 47.19 11.86 0.52 0.02 -0.79 0.44
Aca­
demic
Context 1 17 26.18 7.54 24.06 6.81 0.40 0.11 1.12 0.28
Context 2 18 27.72 7.85 24.72 6.30 0.71 0.00 2.29 0.04
Contexts 
1 and 2
16 53.88 15.69 49.44 11.76 0.62 0.01 1.42 0.18
Family Context 1 19 27.53 6.29 25.42 6.90 0.62 0.01 1.58 0.13
Context 2 12 30.0S 6.91 29.25 6.50 0.78 0.00 0.65 0.53
Contexts 
1 and 2
12 57.00 13.16 53.83 10.99 0.68 0.01 1.12 0.29
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Subtest Subscale* n Pretest
RMFS
Posttest
RMFS
r Sig. t Sig-
**
2-tail
M SD M SD
Phys­
ical
Context 1 16 23.50 7.28 25.75 5.42 0.61 0 .0 1 -1.54 0.14
Context 2 10 26.70 9.63 32.20 5.03 0.34 0.33 -1.89 0.09
Contexts 
1 and 2
9 49.22 17.23 57.56 6.41 0.38 0.32 -1.57 0.16
Crea­
tive
Context 1 19 21.79 7.06 21.68 6.10 0.55 0.01 0.07 0.94
Context 2 17 23.65 7.61 23.82 6.47 0.42 0.09 -0.10 0.93
Contexts 
1 and 2
16 46.56 14.76 45.56 11.18 0.58 0.02 0.33 0.75
Spirit­
ual
Context 1 11 25.73 4.41 27.45 3.47 0.19 0.59 -1.13 0.29
Context 2 10 30.10 4.98 29.80 6.43 -0.07 0.86 0.11 0.91
Contexts 
1 and 2
10 56.30 7.38 57.40 9.34 -0.18 0.62 -0.27 0.80
*Subscales: Context 1 = nonclassroom-based; Context 2 = classroom-based.
* * £ < 0 .01 .
These stability data also can be considered underestimates, due to both restricted 
range o f variability and small sample size. The purposeful choice o f a sample with a 
gifted profile naturally restricts the demographics, resulting in restricted variability and 
lower reliability. If the data were corrected for restricted variability (Gass & Hopkins, 
1996) based on a population standard deviation o f 6.0 (i.e., an increase o f  one standard 
error o f  the mean), the correlation o f 0.45 (pair 1: Social Context 1-Social Context 1 
Retest), for example, would increase to 0.75. In addition, reliability coefficients with 
sample sizes less than 30 tend to be unstable. Unfortunately, a larger sample o f  such 
students was not available at that time. Calculations were based on as few as 9 and as 
many as 22 students. Given the strong internal consistency o f  the subtests, one would 
anticipate that a full sample would yield test-retest stability coefficients that are less than 
but comparable in magnitude to the internal consistency coefficients.
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Posttest: Revised Experience Survey
As noted previously, the ES is basically a report o f  experiences with various 
activities. As such, the posttest was only analyzed for time needed to complete. 
Participants completed the RES posttest in 10 to 20 minutes, as compared to 15 to 35 
minutes for the ES pretest. This decrease in time needed to complete the instrument may 
be due to improved instructions, as well as to student familiarity with the instrument. It 
was anticipated that the actual instrument would take even less time to complete because 
data would be entered via computer.
Reliability o f MFS Actually Used in Study
Reliabilities were also run for the actual results o f  the MFS used in the study. The 
reliabilities reported in Table 5 indicate the reliability o f the MFS for use with the 
specific sample in this study. Both total scale reliability and subscale reliability 
coefficients were higher for the MFS actually used in the study than they were for the 
pilot test data.
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Table 5
Test Reliability: Internal Consistency -  Multidimensional Flow Scale
Scale/Test Nonclassroom Classroom
Context Context
n Alpha n Alpha
Total Scalea 68 .98
Subscaleb 89 .96 81 .96
Subtests
Social 128 .88 128 .86
Competence 129 .80 132 .79
Affective 128 .92 124 .90
Academic 125 .89 125 .89
Family 128 .94 119 .94
Physical 126 .93 124 .94
Creative 125 .91 127 .90
Spiritual 131 .86 121 .88
aTotal Scale = all items combined, in both nonclassroom and classroom contexts. 
bSubscale = all items related to either nonclassroom or classroom contexts.
Data Collection Procedures 
Permission was secured from Dr. Virginia Carey, William & Mary’s Dean o f 
Admissions, to get the name and address labels for a random sample o f  325 o f the 
incoming population (approximately 1,320) o f the freshman class entering in the fall of 
2000. Labels were available in July. Based on conversations with the Admissions Office 
regarding the best time to mail to incoming freshmen, the decision was made to have the 
initial mailing out by early August. Samples o f  the cover letter and instruments, along
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with dissertation committee approval and Human Subjects Committee approval were 
sent to Dr. Carey prior to ordering the labels.
A demographic data sheet and a cover letter with instructions regarding how to 
complete the ES, the MSCS (Bracken, 1992), and the MFS via the Internet (on a remote- 
access data base developed by an educational consultant) were mailed to 325 of the 
incoming freshmen in August 2000. The purpose and significance o f the study were 
explained in the letter. A synopsis o f the overall results was offered to each participant. 
Participation was voluntary. In addition, participant and parental consent (if participant 
was under age 18) were requested for all instruments. A stamped, self-addressed return 
envelope was provided for the return o f the signed consent form(s) and demographic data 
sheet. As an incentive to participate, the letter included the opportunity to enter a 
drawing for a S50 gift certificate at the William & Mary Bookstore. A follow-up 
reminder was sent out along with the opportunity to win a S25 gift certificate to The 
Daily Grind (University Center coffee shop) by campus mail to arrive approximately one 
week after the due date. Additional reminders were sent out by E-mail, and follow-up 
phone calls were made, as necessary, starting approximately two weeks after the first 
reminder and continuing through December. The cover letter, demographic data sheet, 
and samples o f  the follow-up letters and E-mails are included in Appendix A; the ES is in 
Appendix B; and the MFS is in Appendix C. Copies o f  the MSCS (Bracken, 1992) are 
available through its publisher, Pro-Ed.
Data Analysis
As stated previously under Research Questions and Data Analysis Procedures, the 
data analyses for the four research questions involved univariate and multivariate
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analyses o f variance, t-tests, and Pearson Product Moment Correlations. Posthoc 
analyses included further analyses o f  variance, t-tests, and the use o f Holm’s sequential 
Bonferroni procedure. Frequencies and descriptive statistics were run on SPSS to 
compile the demographic data and the data regarding the relative influence o f specific 
educational activities.
The qualitative portion o f the MFS, in which participants described situations in 
which they had experienced flow, was analyzed through qualitative content analysis as 
described in Creswell (1998). First, all items pertaining to flow were categorized by 
domain. Each item within a domain was then compared with the other items in that 
domain in order to identify similarities and differences. Tallies were kept o f how often 
particular items were repeated so they could be categorically aggregated. Related items 
were grouped together into units o f  meaning and analyzed. Next, descriptive statements 
that were representative o f all o f  the items within the particular domain were developed 
and verbatim examples were chosen. Finally, patterns or themes that emerged across 
domains were identified.
Time Frame
Instrument development occurred in April and May 2000. The newly developed 
instruments were reviewed during May and were piloted in June 2000. A remote-access, 
password-protected database was developed by an educational consultant, tested, and 
ready to use by the beginning o f August 2000. Data were collected in August and 
September, with follow-up continuing into December 2000. Materials were postmarked 
August 11, 2000, with a deadline o f August 23, 2000 (freshman arrived Aug. 25). 
Follow-up letters to those who did not respond to the initial mailing were mailed out
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through campus mail approximately one week after the deadline. Additional follow-ups 
by E-mail and telephone were carried out from September to December 2000. Letters 
thanking the students for participating were sent by E-mail as their data were received. A 
synopsis o f overall results was sent out by E-mail in spring 2001, to participants who 
requested it. Analysis was carried out from January through March 2001.
Ethical Safeguards
All instruments and related procedural documentation underwent scrutiny and 
received permission for use by the Human Subjects Committee o f the College o f William 
& Mary prior to use. Participation was voluntary, and participants (and parents o f those 
under age 18) were required to complete consent forms before taking part in the research. 
Individual data from the ES, MSCS (Bracken, 1992), and MFS, has been kept 
confidential by the researcher. In addition, a synopsis o f the overall results was offered to 
each participant.
Limitations and Delimitations o f the Study
Limitations
This study was limited by the self-report nature o f the instruments measuring self- 
concept, flow, and the influence o f various educational activities. In addition, since it 
was not possible to get a stratified sample, the numbers o f participants o f each gender and 
ability were a limitation. The analysis o f the data regarding the relative influence o f 
various educational activities on self-concept was limited in that additional outside 
influences on self-concept (e.g., achievement, family support, personality traits, etc.) 
could not be factored out o f  the equation.
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Although the rate o f return was only 42%, every attempt was made to maximize 
the sample size o f  the study. To facilitate getting a high rate o f  response, the survey was 
conducted using a web-based series o f  survey instruments in the expectation that the 
survey availability over the Internet would act as an incentive. In addition, follow-up 
procedures (one set o f letters through U.S. mail and one set through campus mail, and 
phone and E-mail contacts, as appropriate) were employed.
Delimitations
The decision to sample only 325 (25%) students from the entire population o f 
incoming William & Mary freshmen was based on the numbers needed to run parametric 
statistical analyses based on the distribution o f the normal curve and on the expected 
average return rate (approximately 35%) for survey research.
Although it is recognized that a variety o f  factors are needed to determine a 
person’s level o f ability, the choice to differentiate high-ability, gifted, and highly gifted 
learners based solely on SAT scores was made because SAT scores were the only 
available measure o f aptitude for this population that was nationally normed and available 
for all students in the sample. Measures o f grade point average and class rank were 
susceptible to local standards, as were personal recommendations and performance 
assessments.
Conclusions
In exploring the relationships between educational experiences and aspects o f 
self-concept and optimal experience as related to precollegiate, high-ability, gifted, and 
highly gifted learners, this study utilized a correlational design and three self-report
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instruments (ES; MSCS, Bracken, 1992; and MFS). Both the ES and the MFS were 
developed by the investigator specifically for this research.
Conceptually, self-concept was examined from a framework (Shavelson, Hubner, 
& Stanton, 1976) that takes a multidimensional approach to the construct. The following 
six subdomains o f self-concept were investigated: social, competence, affect, academic, 
family, and physical (Bracken, 1996). Optimal experience was considered from the 
perspective o f  Csikszentmihalyi’s (1990) theory o f flow.
Data collection occurred from May through December 2000, and data analysis 
occurred from January through March 2001. Analysis procedures included analyses of 
variance and correlations, using SPSS. In addition, the data were separated into various 
comparison groups by gender and ability for analysis. Ethical safeguards were taken 
throughout the study to protect the participants.
The research was designed and the instruments were chosen and developed with 
the intent o f discovering useful information regarding educational experience, self- 
concept, and flow. As hoped, the findings yielded valuable insights and understandings 
that can be used to promote improved educational planning and implementation to meet 
the differentiated needs o f  all learners.
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2000 -  2001 Talent Search fo r  Promising Student Authors
Center for Gifted Education 
The College o f William and Mary
Saturday, May 5, 2001
Workshop Presenter Information Form
Presenter’s Name ____
Last First Middle Initial
Phone Number
Daytime Evening
Employer
Social Security Number
Mailing Address
Street / P.O. Box
City State Zip
Brief biographical information or statement that can be included in the program and/or used to 
introduce you in your workshop:
Equipment/Materials Needs (An overhead projector and screen will be provided for each 
workshop presenter. Please list below any other equipment or materials that you will need.)
Title of Workshop/s __________________________________________
Please return to
Janine Lehane 
Center for Gifted Education 
College of William & Mary 
P.O. Box 8795 
Williamsburg, VA 23187-8795 
Phone: (757) 221-1817 FAX: (757) 221-2184
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Chapter 4: Results 
Introduction
This chapter reports the research results for the study o f  optimal educational 
experiences and their relationship to self-concept and flow in adolescent high-ability and 
gifted learners. The results are presented in five sections. The first section describes the 
demographic data collected from participants. This includes information regarding age, 
race, educational levels o f parents, ability and achievement levels, gifted identification 
and program participation, and mentorship, internship, and community service program 
participation. Sections two through five cover the data analyses and results for each of 
the four research questions. The second section focuses on results from the Experience 
Survey, as related to Research Question One. The third section describes results from the 
Multidimensional Self Concept Scale, as related to Research Question Two. The fourth 
section describes the findings from the Multidimensional Flow Scale, as related to 
Research Question Three, and the final section examines correlational findings from all 
three instruments, as related to Research Question Four. For all statistical tests, an alpha 
level o f  .05 was used, unless otherwise specified. Field-based, experiential education will 
generally be referred to as education in the nonclassroom context.
Study Participants’ Demographics 
There were 136 participants (41.85% response rate) in this study. O f these 
participants, 41 (30.15%) were young men and 95 (69.85%) were young women.
Overall, participants were quite similar in terms o f  age and race. O f those participants
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who reported their demographic characteristics (132, 97.06%), most (109, 82.58%) were 
age 18. Their ages at the time they completed the instruments ranged from 16 to 19 
years, with the average participant being 18 years o f  age. In addition, o f  those who 
reported race/ethnicity (132, 97.06%), most (121, 91.67%) were White. Only 4 (3.03%) 
were Black, 3 (2.27%) were Multiracial (of which 2 , 66.67%, were part White and part 
Asian/Pacific Islander), 2 (1.52%) were Asian/Pacific Islanders, and 1 (0.76%) was 
Hispanic (of any race).
Table 6 reports the educational levels o f parents (and other adults) who resided in 
the same household. The educational level o f participants’ mothers and fathers ranged 
from high school to doctoral level, whereas the educational level o f other adults in the 
household (stepparents) ranged from 1 to 2 years o f college to 3 to 4 years o f college. 
Most o f the participants’ mothers had either 3 to 4 years o f  college (44, 33.59%) or a 
master’s or law degree (49, 37.40%). Five participants did not report the educational 
level o f their mothers. The educational levels o f the participants’ fathers were similar. 
The majority had either 3 to 4 years o f college (41, 31.54%) or a master’s or law degree 
(58, 44.62%). Six participants did not report their father’s educational levels. Only 2 
participants (1.47%) reported having other adults in the household, both o f  whom were 
stepparents. One such participant reported both stepparents as part o f the household, the 
stepmother with a bachelor’s degree and the stepfather with a master’s degree. This 
situation could occur in a blended family with stepsiblings. The stepmother o f one 
sibling and the stepfather o f  another sibling may have been in contact enough to be 
considered part o f  the household. The other reported a stepmother with I to 2 years of 
college.
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Table 6
Educational Levels o f Parents and Other Adults in the Household
Mother Father Other Adult
Level o f Education (n =131) (n = 130) (n = 2)
No. % No % No. %
Grades 8 to 12 17 12.98 7 5.38 0 0.00
1 to 2 Years college 19 14.50 11 8.46 1 50.00
or technical school
3 to 4 Years college 44 33.59 41 31.54 1 50.00
M aster’s/law 49 37.40 58 44.62 0 0.00
degree
Ph.D./M.D. 2 1.53 13 10.00 0 0.00
Study participants also reported their math, verbal, and combined SAT scores (see 
Table 7). Their math scores ranged from 440 to 800, with a mean o f  656, and their verbal 
scores ranged from 490 to 800, with a mean o f 678. Participants’ combined SAT scores 
ranged from 1030 to 1530, with a mean o f 1332. The participants’ mean combined score 
was above the mean combined score o f  1316 for William & M ary’s freshman 2000 class 
(D. Trott, William & Mary Admissions, personal communication, February 15, 2001), the 
population from which the study sample was drawn.
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Table 7
Number and Percent o f  Participants With Math. Verbal, and Combined SAT Scores by 
Range
Math Verbal Combined
Range o f (n = 131) (n = 131) Range o f (N = 136)
Scores No. % No. % Scores No. %
410 - 450 1 0.76 0 0.0 1000- 1100 7 5.15
460 - 500 3 2.29 2 1.53 1110-1200 11 8.10
510 - 550 6 4.58 6 4.58 1210-1300 32 23.53
560 - 600 12 9.16 10 7.63 1310- 1400 49 36.03
610 - 650 44 33.59 32 24.43 1410-1500 31 22.79
660 - 700 31 23.66 37 28.24 1510- 1600 6 4.41
710 - 750 27 20.61 23 7.56
760 - 800 7 5.34 21 6.03
Note. Percentages do not always add to 100.00% due to rounding.
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For purposes o f  analysis, the participants were divided into three groups o f ability 
(high-ability, gifted, and highly gifted) based on their combined SAT scores. Those 
designated as high-ability (46, 33.82%) had scores ranging from 1030 to 1290 (M =
1207; SD = 78.01). Those designated as gifted (48, 35.29%) had scores ranging from 
1300 to 1390 (M = 1347; SD = 28.65), and those designated as highly gifted (42,
30.89%) had scores ranging from 1400 to 1530 (M = 1453; SD = 40.79). The standard 
error o f measurement on combined SAT scores is approximately 60 points (College 
Board Online. January 28, 2001,
www.collegeboard.org/index this/sat/cbsenior/html/define.html'). Although the numbers 
o f participants in each ability level (46,48, and 42, respectively) were fairly similar, the 
standard deviations varied considerably.
It was reasonable to designate those with scores ranging from 1030 to 1290 as the 
lowest grouping (high-ability) for the purposes o f this study because the scores o f the 
entire group fell below the mean combined score o f 1316 for William & Mary’s entering 
freshman 2000 class. Also, the term high-ability is appropriate because William & Mary 
is considered a “most selective” college, accepting only 38% o f those who applied for the 
freshman 2000 class. Seventy-nine percent o f the freshman 2000 class graduated in the 
top tenth o f their high school classes. In general, those who apply to William & Mary are 
enrolled in the highest level high school courses that are available to them. These often 
include Advanced Placement courses, dual enrollment, and International Baccalaureate 
programs. As such, the overall profile o f  all students selected for the freshman class can 
reasonably be considered to fit the category o f high-ability.
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The designation o f  participants with scores ranging from 1300 to 1390 as the 
middle ability group and calling it gifted also seemed reasonable. O f those William & 
Mary students admitted in 2000, the largest percentage (34%) scored between 1300 and 
1390 on their SATs. Similarly, 35.29% o f the study participants scored within that same 
range. Finally, designating the participants whose scores ranged from 1400 to 1530 as 
the highly gifted group seemed reasonable because these scores align with the criteria that 
William & Mary uses to select Monroe scholars (1400 or above).
Although the study participants also reported both their high school grade point 
averages (GPA) and graduating class ranks, these data vary according to the type o f scale 
used and according to the demographics o f  each particular high school. High school 
GPAs ranged from 2.9 to 5.2 (on weighted and unweighted 4- and 5-point scales), 18.137 
on a 20-point scale, and from 95 to 99.396 on a 100-point scale. The most frequent GPA 
reported was 3.8 (15,11.81% ), although 86 (67.72%) participants reported scores above 
3.8 (not including those on 20 and 100 point scales). Nine (6.62%) participants did not 
report GPAs. Class ranks ranged from the top 28% to the top 1%, and 33 (24.26%) 
participants did not report their class ranks.
In terms of gifted identification, most participants (110, 80.88%) reported that 
they had been identified for a gifted program at some point in time. O f these, the 
majority (74, 67.27%) had been identified during elementary school (kindergarten 
through grade 5), 15 (13.64%) had been identified during middle school (grades 6 
through 8), and 21 (19.09%) had been identified during high school.
More specifically, with regard to high school gifted programs, 108 (82.44%) 
study participants reported that gifted programs existed in their high schools, while 23
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(17.56%) reported that such programs did not exist. Five (3.67%) participants chose not 
to respond to this item. Some confusion existed among participants regarding whether 
to consider advanced placement classes as evidence o f a gifted program, with some 
participants interpreting advanced placement offerings as gifted programs and others not.
Although most participants (112 , 85.50%) took part in high school gifted 
programs (5, 3.67%, did not respond), the content area in which they participated as well 
as the grouping and program structure varied (see Table 8). O f these gifted program 
participants, 50 (44.64%) participants reported participating in a gifted program for all of 
their high school subjects. Math was most frequently cited, with 45 (40.18%) 
participants. Participation in gifted science and humanities courses was reported by 42 
(37.50%) and 41 (36.61%) study participants, respectively. Most participants (77, 
68.75%) reported being grouped with those o f similar ability levels in their high school 
gifted classes. Advanced placement (112, 100.00%) and honors (90, 80.36%) classes 
were the most frequently reported program structures.
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Table 8
Number and Percent o f Participants Who Participated in High School Gifted Programs by
Program Content. Grouping, and Structure
Aspects o f  High School Gifted Program Participation in High School 
Program 
(n =112)
No.
Gifted
%
Content
math 45 40.18
science 42 37.50
humanities 41 36.61
performing/visual arts 8 7.14
athletics 5 4.46
all subjects 50 44.64
Grouping (n =  111)
with those o f  similar abilities 77 68.75
with those o f all abilities 7 6.25
pulled out o f regular classes 27 24.12
Structure
Advanced Placement 112 100.00
honors 90 80.36
dual enrollment 16 14.29
International Baccalaureate 12 10.71
enrichment on special topics 9 8.04
special school for gifted/magnet 12 10.71
Note. Numbers do not add to 112 and percentages do not add to 100.00% due to 
participation in more than one subcategory.
Study participants also took part in school-sponsored experiences that often took 
place outside o f  school (see Table 9). Fourteen (10.69%) took part in short- or long-term 
mentorships, 5 (3.82%) participated in short- or long-term internships, and 42 (30.06%) 
participated in short- or long-term community service programs. Short-term experiences
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lasted for 2 to 6 weeks and long-term experiences for one semester or more. Five 
(3.67%) study participants o f the total sample did not respond to this section.
Table 9
Number and Percent o f Participants Who Participated in High School Mentorship.
Internship, and Community Service Programs
High School Program
No.
Participation 
( n =131)
%
Mentorship
short-term 7 5.34
long-term 7 5.34
Total mentorship participation 14 10.69
No mentorship participation 117 89.31
Internship
short-term 2 1.53
long-term 3 2.29
Total internship participation 5 3.82
No internship participation 126 92.65
Community service
short-term 14 10.69
long-term 28 21.37
Total community service participation 42 32.06
No community service participation 89 67.94
Summary o f  Demographics
In terms o f their demographics, the study participants were considerably 
homogeneous. Most o f  the sample o f  136 William & Mary freshmen entering in fall 
2000 were Caucasians who were 18 years o f  age. They were generally from families 
with college-educated parents, many o f whom held advanced degrees. Approximately 
70% o f the participants were young women and 30% were young men. Their mean
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combined SAT score was 1332, which was above the mean o f  the population from which 
the sample was drawn (M = 1316). For the purposes o f the study, the participants were 
designated into three levels o f ability based on their combined SAT scores (high-ability: 
1030 to 1290; gifted: 1300 to 1390; and highly gifted: 1400 to 1530).
The participants were also high achievers in school, as evidenced by their high 
school GPAs and class ranks. In addition, most o f the participants had been identified for 
participation in a gifted program, the majority during elementary school. In general, they 
had been enrolled in Advanced Placement and honors classes in the academic subject 
areas and were grouped with peers o f similar ability. Although only a small portion of 
the sample participated in mentorships or internships, almost one-third o f them 
participated in community service or volunteer programs.
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Research Question 1 Results: Experiences 
The data analyses for the Experience Survey specifically addressed the following 
questions: (a) How do the degree and overall intensity o f participation in field-based, 
experiential education (nonclassroom) and classroom-based education vary among 
precollegiate learners based on variables o f  gender and ability? (b) Do intensity o f 
participation ratings differ significantly on the basis o f context (i.e., nonclassroom versus 
classroom) and in terms o f  gender and ability? Question “a” was analyzed by running a 2 
(gender) x 3 (ability) multivariate analysis o f variance for degree o f participation in field- 
based, experiential education (nonclassroom) and degree o f participation in classroom- 
based education and also a 2 (gender) x 3 (ability) multivariate analysis o f variance for 
overall intensity o f participation for each context (i.e., nonclassroom and classroom). 
Question “b” was analyzed by running a paired samples t-test on nonclassroom intensity 
o f participation and classroom intensity o f  participation, and then additional paired 
samples t-tests comparing the nonclassroom and classroom contexts based on gender and 
ability.
With regard to experiences in different nonclassroom and classroom educational 
activities, participants reported a wide range o f experiences and assigned different values 
to them. The criteria used to rank the experiences (see Experience Survey in Appendix 
B) included the intensity o f  influence for various areas o f life, with the first eight items 
focused on the following aspects: social, competence, affective, academic, family, 
physical, creative, and spiritual. The highest possible rating was a raw score o f  64, and 
the lowest possible rating was a raw score o f  16 (raw scores o f  16 to 32 = no influence to 
minimal influence; 32 to 48 = minimal to moderate influence; and 48 to 64 = moderate
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to strong influence).
Intensity o f Influence
Overall, participants were highly involved in nonclassroom educational activities 
(see Table 10). They rated 2 o f  12 activities as having overall moderate to strong 
influence. The majority o f  activities were rated as having overall minimum to moderate 
influence. None o f  the activities were rated as having overall no influence to minimum 
influence. The highest rated activities in terms o f  positive influence were community 
service/volunteering ( M = 48.49, SD = 9.01) and religious activities ( M = 48.45, SD =
11.64). Both o f  these activities were perceived as having overall moderate to strong 
influence on participants. The Other category received the next highest rating (M = 
46.97, SD = 11.48), having a perceived overall minimal to moderate influence, but 
participants did not report what particular activities comprised this category. O f the 133 
study participants who completed the nonclassroom portion o f  the survey instrument, 124 
(93.23%) reported participation in community service/volunteering, 77 (57.89%) reported 
participation in religious activities, and 65 (48.87%) reported participation in other 
nonclassroom educational activities. The largest portion o f  the participants (125,
95.42%) took part in clubs, which had a mean rating o f  45.80 (a minimum to moderate 
influence). To be included in the calculations for a particular nonclassroom activity, a 
participant had to have rated at least 80% o f the items for a given activity.
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Table 10
Numbers. Percentages, and Rankings o f Participants Reporting Participation in and 
Intensity o f Influence o f  Nonclassroom Educational Experiences by Activity (n = 1331
Nonclassroom Activity Participation Influence Rating
Rank No. % Rank Mean SD
Cheerleading / Pom Pons / Majorettes 12 18 13.53 12 35.78 17.11
Clubs 1 125 93.98 4 45.80 8.81
Community Service / Volunteer 2 124 93.23 1 48.49 9.01
Internship / Mentorship 11 39 29.32 11 39.31 12.62
Job (summer or part-time) 3 115 86.47 5 44.89 9.70
Performing / Creative Arts 5 101 75.94 6 44.40 11.22
Religious Activity 7 77 57.89 2 48.45 11.64
Scouts 10 42 31.58 10 42.12 14.32
Sports Team 6 95 71.43 7 43.38 8.75
Student Government 9 48 36.09 8 43.21 11.39
Travel 4 111 83.46 9 42.85 11.12
Other 8 65 48.87 3 46.97 11.48
In terms o f classroom educational activities (see Table 11), none o f  the areas was 
rated as having either a moderate to strong influence or no influence to minimal 
influence. All o f  the ratings for activities fell in the range o f minimum to moderate 
influence. The highest rated classroom activities (by subject) in terms o f positive 
influence were Other (M = o f  41.58, SD = 10.91), English (M = 38.97, SD = 9.52), and 
Science (M = 37.02, SD = 9.98). Over half o f the participants (74, 56.49%) reported 
taking part in classroom activities under the Other category, yet they did not 
systematically identify what specific activities were included. O f those participants who 
completed the classroom portion o f  the survey (131), the largest proportion (131,
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100.00%) took part in English and in Foreign Language (130, 99.24%). The degree of 
variation among the participation in the classroom activities is understandably not as high 
as the variation among the participantion in the nonclassroom activities because a wider 
range o f  activities are usually available in a nonclassroom educational context.
To be included in the calculations for a particular classroom activity, a participant 
had to have rated at least 80% of the items for a given activity on the Experience Survey. 
There were three instances in which participants rated at least 80% o f the items for a 
classroom. In all three cases, the participants had rated 13, 14, or 15 items with the 
minimal rating, so mean item replacement was employed based on individual responses 
to the other items. As such, each participant’s average rating was used to calculate his or 
her score (each received a total score o f 16) for the particular activity in question.
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Table 11
Numbers. Percentages, and Rankings o f  Participants Reporting Participation in and 
Intensity o f Influence o f  Classroom Experiences by Subject Area Activity In = 131)
Subject Area 
Activity
Participation Influence Rating
Rank No. % Rank Mean SD
English 1 131 100.00 2 38.97 9.52
Foreign Language 2 130 99.24 4 35.60 10.87
History / Social 
Studies
3 128 97.71 5 35.31 9.60
Math 3 128 97.71 6 32.04 9.12
Science 4 127 96.95 3 37.02 9.98
Other 5 74 56.49 1 41.58 10.91
Degree o f Participation
The means and standard deviations for degree o f participation in both the 
nonclassroom and classroom educational contexts are presented in Table 12. There were 
12 possible nonclassroom educational activities and 6 possible classroom educational 
activities. In the nonclassroom context, the young men reported a mean o f 7.39 (SD = 
1.59) and the young women reported a mean o f 7.30 (SD = 2.03). In terms o f  ability, the 
high-ability group reported a mean o f 7.40 (SD = 2.25), the gifted group reported a mean 
o f 7.33 (SD = 1.68), and the highly gifted group reported a mean o f 7.24 (SD = 1.76). 
Overall, study participants reported participation in approximately seven different types 
o f  nonclassroom activities.
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In the classroom context, the young men reported a mean o f 5.55 (SD = .80) and 
the young women reported a mean o f 5.45 (SD = .65). In terms o f ability, the high-ability 
group reported a mean o f 5.33 (SD = .77), the gifted group reported a mean of 5.49 (SD = 
.76), and the highly gifted group reported a mean of 5.63 (SD = .49). Overall, study 
participants reported participation in approximately five different types (subject areas) of 
classroom activities.
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Table 12
Means and Standard Deviations for Degree o f Participation in Nonclassroom and 
Classroom Educational Contexts by Gender and Ability
Gender Ability n Nonclassroom Classroom
M SD M SD
Male High-
ability
12 7.00 1.65 5.42 .67
Gifted 13 7.77 1.30 5.38 1.12
Highly
gifted
13 7.38 1.80 5.85 .38
Total 38 7.39 1.59 5.55 .80
Female High-
ability
33 7.55 2.44 5.30 .81
Gifted 32 7.16 1.80 5.53 .57
Highly
gifted
28 7.18 1.77 5.54 .51
Total 93 7.30 2.03 5.45 .65
Male and 
Female
High-
ability
45 7.40 2.25 5.33 .77
Gifted 45 7.33 1.68 5.49 .76
Highly
gifted
41 7.24 1.76 5.63 .49
Total 131 7.33 1.90 5.48 .69
The multivariate analysis o f  variance revealed that there were no significant main effects 
or interactions for degree o f participation in either nonclassroom- or classroom-based 
education based on gender or ability.
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Intensity o f Participation
Table 13 presents the means and standard deviations for perceived overall 
intensity o f participation in each context (16 to 32 = no influence to minimal influence;
32 to 48 = minimal to moderate influence; and 48 to 64 = moderate to strong influence). 
In the nonclassroom context, the young men reported a mean o f 43.85 (SD = 7.50) and 
the young women reported a mean o f 44.84 (SD = 7.79). In terms o f ability, the high- 
ability group reported a mean o f 45.69 (SD = 7.51), the gifted group reported a mean o f 
44.94 (SD = 7.18), and the highly gifted group reported a mean o f 42.87 (SD = 8.30). 
Overall, these means fall into the range o f minimal to moderate influence.
In the classroom context, the young men reported a mean o f 35.59 (SD = 7.82) 
and the young women reported a mean o f 36.55 (SD = 8.05). In terms o f ability, the 
high-ability group reported a mean o f 37.75 (SD = 8.14), the gifted group reported a 
mean o f  36.10 (SD = 7.17), and the highly gifted group reported a mean o f 34.84 (SD = 
8.49). Overall, these means fall into the range o f minimal to moderate influence.
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Table 13
Means and Standard Deviations for Overall Intensity o f  Participation in Nonclassroom 
and Classroom Educational Contexts by Gender and Ability
Gender Ability n Nonclassroom Classroom
M SD M SD
Male High-
ability
12 42.40 6.88 33.87 8.26
Gifted 13 46.99 8.13 36.82 8.08
Highly
gifted
13 42.04 6.90 35.95 7.46
Total 38 43.85 7.50 35.59 7.82
Female High-
ability
33 46.89 7.47 39.16 7.74
Gifted 32 44.11 6.72 35.81 6.88
Highly
gifted
28 43.25 8.96 34.32 9.01
Total 93 •44.84 7.79 36.55 8.05
Male and 
Female
High-
ability
45 45.69 7.51 37.75 8.14
Gifted 45 44.94 7.18 36.10 7.17
Highly
gifted
41 42.87 8.30 34.84 8.49
Total 131 44.55 7.69 36.27 7.96
Although there were differences in means between genders and between ability 
levels within each educational context, there were no significant main effects or 
interactions for overall intensity o f  participation in either nonclassroom- or classroom- 
based education based on gender or ability.
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More important differences were evident in the comparison o f educational 
contexts. The mean score for intensity o f participation (intensity o f influence divided by 
degree o f participation) o f nonclassroom educational activities was 44.61 and the mean 
score for intensity o f  participation o f classroom educational activities was 36.28, both o f 
which were in the range o f minimum to moderate influence. A paired-samples t-test, 
however, revealed the difference to be significant (t (130) = 17.97, p < .05). These data 
showed that although participants valued both classroom and nonclassroom educational 
activities, the nonclassroom educational activities had a significantly higher perceived 
influence on them than did the classroom educational activities. In addition, the overall 
data for nonclassroom and classroom activities were highly correlated at r = .77. This 
means that as participants perceived nonclassroom activities as beneficial, they also 
tended to perceive classroom activities as beneficial, but the perceived benefit from 
nonclassroom activities was significantly higher.
Further t-tests revealed significant differences based on gender and ability. For 
both young men ( t(37) = 9.72, p < .05) and young women (t (92) = 15.10, p < .05), mean 
scores in the nonclassroom context were significantly higher than those in the classroom 
context. They were also significantly higher in the nonclassroom context for all levels o f 
ability (high-ability: t (44) = 8.88, p <  .05; gifted: t (44) = 13.14, p <  .05; highly gifted: t (40)
= 9.85, p < .05). For both genders and at all levels o f ability, activities in the 
nonclassroom educational context had a significantly higher influence on participants 
than did those in the classroom educational context.
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Research Question 2 Results: Self-Concept 
The data analyses for the Multidimensional Self Concept Scale (MSCS) (Bracken, 
1992) addressed the following question: How do global and domain-specific self- 
concepts vary among precollegiate learners based on variables o f  gender and ability?
This research question was analyzed through a 2 (gender) x 3 (ability) univariate analysis 
o f variance o f global self-concept and through a repeated measures, mixed-design, 
multivariate analysis o f variance o f domain-specific self-concepts. In this instance, 
within-group (domains) and between-group (gender and ability) variances were examined 
with regard to both global and domain-specific self-concepts.
The classifications that correspond to standard self-concept score ranges for both 
global and domain-specific self-concept are as follows: “below 66 — Extremely Negative 
Self Concept, 66 to 75 -  Very Negative Self Concept, 76 to 85 -  Moderately Negative 
Self Concept, 86 to 115 -  Average Self Concept, 116 to 125 -  Moderately Positive Self 
Concept, 126 to 135 -  Very Positive Self Concept, and above 135 -  Extremely Positive 
Self Concept” (MSCS Examiner’s Manual. Bracken, 1992, p. 26).
Global Self-Concept
In terms o f global self-concept (n = 134), standard scores ranged from 60 to 145, 
with a mean score o f 104.04 (SD = 14.25). This mean score falls into the range of 
average self-concept, based on the normative sample, which had a mean global self- 
concept score o f 100 (SD = 15).
Table 14 presents means and standard deviations o f global self-concept by 
gender and ability. For global self-concept scores by gender, the young men reported a 
mean global self-concept score o f 106.80 (SD =17.21) and the young women reported a
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mean global self-concept score o f 102.87 (SD = 12.70). In terms o f ability, the high- 
ability group reported a mean score o f  105.35 (SD = 15.12), the gifted group reported a 
mean score o f 104.98 (SD = 13.20), and the highly gifted group reported a mean score of 
101.60 (S D =  14.39).
Table 14
Means and Standard Deviations o f  Participants’ Global Self-Concept Scores by Gender 
and Ability
Gender Ability n Global Self-Concept
M SD
Male High-Ability 13 99.54 17.79
Gifted 13 112.00 14.98
Highly
Gifted
14 108.71 17.49
Total 40 106.80 17.21
Female High-Ability 33 107.64 13.56
Gifted 33 102.21 11.53
Highly
Gifted
28 98.04 11.30
Total 94 102.87 12.70
Male and Female High-Ability 46 105.35 15.12
Gifted 46 104.98 13.20
Highly
Gifted
42 101.60 14.39
Total 134 104.40 14.25
The univariate analysis o f  variance revealed that there were no significant main 
effects for global self-concept based on gender or ability. There was, however, a
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statistically significant interaction o f  gender and ability for global self-concept (see Table 
15).
Table 15
One-Way Univariate Analysis o f Variance o f Global Self-Concept Based on Gender and 
Ability
Variables Analysis o f Global Self-Concept
df F
Gender 1, 128 2.532
Ability 2, 128 .872
Gender x ability 2, 128 5.570*
* P < .05.
The young men’s global self-concept scores increased significantly as their ability 
level increased (except at the highly gifted level), whereas the young women’s global 
self-concept scores decreased significantly as their ability level increased (see Figure 3).
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Figure 3. Global self-concept: Interaction between gender and ability.
To determine whether there were significant differences between the young men 
and the young women’s global self-concept scores at each ability level, posthoc analyses 
were run on the interaction o f gender and ability (see Table 16). The one-way univariate 
analyses o f  variance revealed that the differences in mean global self-concept scores by 
gender were significant at the gifted and highly gifted levels, but not at the high-ability 
level. In other words, gifted young men reported significantly higher global self-concept 
scores than gifted young women, and highly gifted young men also reported significantly 
higher global self-concept scores than highly gifted young women. In addition, the 
Tukey posthoc analysis (a conservative test) revealed a significant difference between 
high-ability young women and highly gifted young women. High-ability young women 
reported significantly higher global self-concept scores than did highly gifted young 
women.
Male
Female
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Table 16
One-way Univariate Analysis o f Global Self-Concept Based on Interaction o f  Gender and 
Ability
Ability Global Self-Concept
df F
Between genders
High-ability 1,44 2.78
Gifted 1,44 5.66*
Highly Gifted 1,40 5.74*
*g < .05.
Domain-Specific Self-Concept
For domain-specific self-concept, the lowest possible standard score was 45, and 
the highest possible score was 145. The classifications that correspond to standard self- 
concept score ranges are as follows: “below 66 — Extremely Negative Self Concept, 66 to 
75 -  Very Negative Self Concept, 76 to 85 -  Moderately Negative Self Concept, 86 to 
115 -  Average Self Concept, 116 to 125 -  Moderately Positive Self Concept, 126 to 135 
-  Very Positive Self Concept, and above 135 -  Extremely Positive Self Concept” (MSCS 
Examiner’s Manual. Bracken, 1992, p. 26).
Table 17 reports means and standard deviations for the six domains o f  self- 
concept on the MSCS (Bracken, 1992). Overall, participants reported average self- 
concepts, but variations in ranges did exist. Social self-concept scores ranged from 61 to 
145 (M = 102.37, SD = 15.90). Competence self-concept scores ranged from 65 tol45 
(M = 106.05, SD = 14.07). Affective self-concept scores ranged from 56 to 145 (M =
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102.50, SD = 14.83). Academic self-concept scores ranged from 71 to 145 (M = 108.01, 
SD = 12.97). Family self-concept scores ranged from 61 to 125 (M = 105.84, SD = 
14.79). Physical self-concept scores ranged from 60 to 141 (M = 96.96, SD = 14.17). 
Participants’ mean scores ranged from a low o f 96.96 in physical self-concept to a high of 
108.01 in academic self-concept, all o f which fall into the range o f average self-concept, 
as compared with the normative sample (M = 100; SD = 15). One-sample t-tests 
revealed that participants’ mean competence, academic, and family self-concept scores 
were, however, significantly higher than those o f the normative sample.
Only two individual participants’ scores were not included in the calculations, one 
for affective and one for family. These scores were eliminated because they did not 
include responses for at least 80% o f the items in the domain. As such, they were also 
eliminated from the calculation o f  global self-concept. In cases where a few items were 
missing in a domain yet 80% or more were complete, a mean replacement was done on 
the items.
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Table 17
Means and Standard Deviations o f  Participants’ Domain-Specific Self-Concept
Domain
n
Self-Concept
Rank M SD
Social 136 5 102.37 15.90
Competence 136 2 106.05 14.07
Affective 135 4 102.50 14.83
Academic 136 1 108.01 12.97
Family 135 3 105.84 14.79
Physical 136 6 96.96 14.17
Note. The normed sample had a population mean of 100 and a standard deviation o f 15. 
Raw scores were converted to standard scores based on Appendix 2 o f  the MSCS 
Examiner’s Manual (Bracken, 1992).
Tables 18 and 19 present the means and standard deviations o f  participants’ 
domain-specific self-concept scores by gender and ability. In terms o f  gender, the young 
men’s mean domain-specific self-concept scores ranged from 100.43 (SD = 16.32) in the 
physical domain to 109.30 (SD = 13.97) in the academic domain. The young women’s 
mean scores ranged from 95.51 (SD = 13.13) in the physical domain tol07.61 (SD = 
12.66) in the academic domain. All scores were in the average range, as compared with 
the normative sample (M = 100; SD = 15). T-tests revealed, however, that the young 
men’s competence, academic, and family self-concepts scores were significantly higher 
than those o f  the normative sample. The young women’s competence, academic, and
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family self-concept scores were also significantly higher than those o f  the normative 
sample, but their physical self-concept scores were significantly lower.
In terms o f ability, the mean scores for the high-ability group ranged from a low 
o f 97.83 (SD = 15.57) in the physical domain to a high o f 107.70 (SD = 12.82; SD = 
15.27, respectively) in the academic and family domains. The mean scores for the gifted 
group ranged from 98.24 (SD = 14.33) in the physical domain to 107.83 (SD = 12.88) in 
the academic domain. The mean scores for the highly gifted group ranged from 94.67 
(SD = 12.69) to 108.88 (SD = 13.72) in the academic domain. All scores were in the 
average range, as compared with the normative sample (M = 100; SD = 15). T-tests 
revealed, however, that the high-ability participants reported significantly higher 
competence, academic, and family self-concepts than did the normative sample. Also, 
the gifted participants reported significantly higher competence, affective, academic, and 
family self-concept scores than did the normative sample. Finally, the highly gifted 
participants reported significantly higher academic self-concept scores but significantly 
lower physical self-concept scores than did the normative sample.
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Table 18
Means and Standard Deviations o f  Participants’ Scores for Social. Competence, and
Affective Self-Concept by Gender and Ability
Gender Ability n
Domain o f  Self-Concept
Social Competence Affective
M SD M SD M SD
Male High-ability 13 100.77 18.48 100.54 16.29 98.62 19.49
Gifted 13 107.23 17.46 109.15 14.89 112.77 17.21
Highly
Gifted
14 106.71 23.31 109.50 18.69 105.57 19.42
Total 40 104.95 19.71 106.48 16.85 105.65 19.16
Female High-ability 33 107.18 15.03 109.94 13.54 105.15 13.04
Gifted 33 100.36 12.10 105.18 11.35 101.39 11.68
Highly
Gifted
28 95.86 12.99 102.25 13.08 96.11 11.46
Total 94 101.41 14.09 105.98 12.92 101.14 12.53
Male and 
Female
High-Ability 46 105.37 16.13 107.28 14.81 103.30 15.20
Gifted 46 102.30 13.97 106.30 12.41 104.61 14.24
Highly
Gifted
42 99.48 17.61 104.67 15.34 99.26 15.05
Total 134 102.47 15.98 106.13 14.14 102.49 14.89
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Table 19
Means and Standard Deviations for Participants’ Scores for Academic. Family, and 
Physical Self-Concept by Gender and Ability
Gender Ability n
Domain o f Self-Concept
Academic Family Physical
M SD M SD M SD
Male High-ability 13 103.23 16.76 103.69 18.51 93.54 14.76
Gifted 13 111.92 11.28 110.00 9.92 107.69 15.86
Highly Gifted 14 112.50 12.42 113.07 14.18 100.07 16.30
Total 40 109.30 13.97 109.02 14.78 100.43 16.32
Female High-ability 33 109.45 10.70 109.27 13.80 99.52 15.78
Gifted 33 106.21 13.26 104.58 14.21 94.52 12.00
Highly gifted 28 107.07 14.18 98.07 14.06 91.96 9.70
Total 94 107.61 12.66 104.29 14.59 95.51 13.13
Male and High-Ability 46 107.70 12.82 107.70 15.27 97.83 15.57
Female
Gifted 46 107.83 12.88 106.11 13.27 98.24 14.33
Highly Gifted 42 108.88 13.72 103.07 15.66 94.67 12.69
Total 134 108.11 13.04 105.70 14.75 96.98 14.27
The multivariate analysis o f variance for domain-specific self-concept indicated a 
significant effect, W ilks’s lambda = .599, F (5,124) = 16.63, p < .05, meaning that the 
participants’ mean self-concept scores were significantly different between domains (see 
Table 20).
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Table 20
Univariate Analysis o f Variance o f Domain-Specific Self-Concept 
Based on Gender and Ability
Variables df F
Domain 5, 124 16.63*
Domain x gender 5, 124 1.37
Domain x ability 10, 248 1.11
Domain x gender x ability 10, 248 .80
* g < .05.
Although there was a significant main effect for domain-specific self-concept, 
there were no significant interactions for domain-specific self-concepts based on the 
interaction o f  domain and gender, the interaction o f domain and ability, or the interaction 
o f domain, gender, and ability. A follow-up univariate analysis o f  variance (see Table 
21) was run within subjects, and a significant effect for domain-specific self-concept was 
also evident.
Table 21
Univariate Analysis o f Variance o f Within Subjects Domain-Specific Self-Concept Based 
on Gender and Ability
Variables d f F
Within subjects
Domain 5,640 17.95*
Domain x gender 5, 640 1.19
Domain x ability 10, 640 1.11
Domain x gender x ability 10, 640 .85
* g <  .05.
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Posthoc analyses involved conducting pairwise comparisons between the means 
for each domain. In order to maintain alpha at .05 across all contrasts, each individual 
contrast was then corrected for alpha slippage following Holm’s sequential Bonferroni 
procedure for each individual contrast (Green, S.B., Salkind, N.J., & Akey, T.M., 2000). 
These analyses revealed significant differences between the mean scores for the following 
nine domains o f self-concept: social and competence, social and academic, social and 
physical, competence and affective, competence and physical, affective and academic, 
affective and physical, academic and physical, and family and physical. This sample of 
high-functioning freshmen had significantly higher competence self-concepts than they 
did social, affective, or physical self-concepts. They also had significantly higher 
academic self-concepts than they did social, affective, and physical self-concepts. In 
addition, they had significantly higher self-concepts in social, affective, and family 
domains than they did in the physical domain.
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Research Question 3 Results: Flow
The analyses o f the Multidimensional Flow Scale (MFS) data were based on the 
following questions: (a) How do global and domain-specific frequency o f flow 
experiences in field-based, experiential education (nonclassroom) and in classroom-based 
education vary among precollegiate learners based on variables o f gender and ability? (b) 
Do global flow ratings differ significantly on the basis o f context (i.e., nonclassroom 
versus classroom) and in terms o f gender and ability? (c) Do domain-specific flow 
ratings differ significantly on the basis o f context (i.e., nonclassroom versus classroom) 
and in terms o f  gender and ability? Question “a” was analyzed through a repeated 
measures, mixed design, multivariate analysis o f variance o f global nonclassroom and 
classroom frequency o f flow, and by running a 2 (gender) x 3 (ability) multivariate 
analysis o f  variance o f domain-specific nonclassroom and classroom frequency o f flow 
experiences. In this instance, within-group (domains) and between-group (gender and 
ability) variances were examined with regard to both global and domain-specific flow. 
Question “b” was analyzed by running a paired samples t-test on global nonclassroom 
flow and global classroom flow and a multivariate analysis o f variance o f  global 
nonclassroom flow versus global classroom flow based on gender and ability. Question 
“c” was analyzed by running repeated measures analyses o f variance for nonclassroom 
flow versus classroom flow in each domain by gender and ability.
Global Flow
Global flow scores that range between 80 and 160 mean that flow is experienced 
almost never to sometimes. Global flow scores that range between 160 and 240 mean that 
flow is experienced sometimes to often. Finally, global flow scores that range between
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240 and 320 mean that flow is experienced often to almost always. Both high and low 
frequencies o f  flow were reported by some participants in all areas considered. In the 
nonclassroom context, the mean global flow was 236.39 (SD = 32.87) and in the 
classroom context, mean global flow was 220.14 (SD = 34.95). In other words, global 
flow was experienced sometimes to often in both contexts.
Table 22 presents global flow in nonclassroom and classroom contexts by gender 
and ability. For global frequency o f flow by gender, the young men reported a mean 
global flow score o f 241.29 (SD = 31.65) in the nonclassroom context and a mean global 
flow score o f  221.11 (SD = 33.031 in the classroom context. The women reported a mean 
global flow score o f  234.20 (SD = 33.35) in the nonclassroom context and a mean global 
flow score o f 219.71 (SD = 35.93) in the classroom context.
In terms o f  ability, the high-ability group reported a mean global flow score of 
241.47 (SD = 32.75) in the nonclassroom context and a mean score o f  229.26 (SD = 
35.29) in the classroom context. The gifted group reported a mean score o f  238.21 (SD = 
31.17) in the nonclassroom context and a mean score o f 218.95 (SD = 32.69) in the 
classroom context. Finally, the highly gifted group reported a mean score o f 227.83 (SD 
= 34.40) in the nonclassroom context and a mean score o f  210.47 (SD = 35.47) in the 
classroom context.
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Table 22
Means and Standard Deviations o f  Participants’ Frequency o f Global Flow for 
Nonclassroom and Classroom Educational Contexts by Gender and Ability
Gender Ability
Frequency o f  Global Flow
n
Nonclassroom Classroom
M SD M SD
Male High-Ability 12 232.59 30.55 216.92 36.02
Gifted 14 250.49 17.66 222.09 26.38
Highly Gifted 12 239.27 43.28 224.16 39.15
Total 38 241.29 31.65 221.11 33.09
Female High-Ability 31 244.91 33.40 234.03 34.40
Gifted 31 232.66 34.46 217.54 35.48
Highly Gifted 23 221.86 28.00 203.33 31.98
Total 85 234.20 33.35 219.71 35.93
Male and High-Ability 43 241.47 32.75 229.26 35.29
Female
Gifted 45 238.21 31.17 218.95 32.69
Highly Gifted 35 227.83 34.40 210.47 35.47
Total 123 236.39 32.87 220.14 34.95
The univariate analysis o f variance revealed that there were no significant main 
effects or interactions for global frequency o f flow experiences in either nonclassroom or 
classroom contexts based on gender or ability.
A t-test (n = 123) revealed that the difference between nonclassroom and 
classroom global flow was statistically significant. In both nonclassroom and classroom 
contexts overall, participants experienced flow sometimes to often, with nonclassroom
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occurrences o f flow happening significantly more often than classroom occurrences o f 
flow. Further analysis showed, however, that there were no significant differences 
between nonclassroom and classroom global flow based on gender or ability. 
Domain-Specific Flow
For domain-specific flow, the lowest possible score was a 10, and the highest 
possible score was a 40. Scores ranging from 10 to 20 mean that flow is experienced 
almost never to sometimes. Scores ranging from 20 to 30 mean that flow is experienced 
sometimes to often. Finally, scores ranging from 30 to 40 mean that flow is experienced 
often to almost always.
The results for participants in the study on domain-specific flow by educational 
context is presented in Table 23 and in Figure 4. In the nonclassroom context, flow was 
often to almost always experienced in the domains o f competence (M = 32.33, SD = 
4.39), creative (M = 31.67, SD = 5.75), affective (M = 30.44, SD = 6.45), and social (M = 
30.34, SD = 5.81). In the classroom context, flow was also often to almost always 
experienced in the domains o f  competence (M = 32.31, SD = 4.49) and creative ( M = 
30.41, SD = 5.77).
In cases where a participant completed less than 80% o f the items for a particular 
domain, his or her scores were eliminated for that domain and for calculations o f overall 
frequency o f  flow in the particular context. In cases where a few items were missing for 
a domain yet 80% or more items were complete, a mean replacement was done on the 
items.
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Table 23
Participants’ Frequency o f  Domain-Specific Flow in Nonclassroom 
and Classroom Educational Contexts
Domain Frequency o f Flow
Nonclassroom Classroom
n Rank M SD n Rank M SD
Social 136 4 30.34 5.81 136 6 26.02 5.94
Competence 136 1 32.33 4.39 136 1 32.31 4.49
Affective 136 3 30.44 6.45 135 5 27.16 6.48
Academic 133 6 27.58 6.13 135 3 27.98 6.16
Family 135 8 26.66 7.58 127 8 23.56 7.94
Physical 135 7 26.76 7.92 131 7 24.03 8.37
Creative 132 2 31.67 5.75 131 2 30.41 5.77
Spiritual 134 5 29.92 6.39 130 4 27.90 6.91
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Figure 4. Frequency o f domain-specific flow in nonclassroom and classroom 
educational contexts.
Tables 24 through 29 present domain-specific flow scores by gender and ability 
for nonclassroom and classroom educational contexts. In terms o f gender in the 
nonclassroom context, the young men ranged from a low o f 25.85 (SD = 6.15) in the 
academic domain to a high o f 32.72 (SD = 4.47) in the competence domain. In other 
words, the frequency o f  flow ranged from sometimes to often in the academic domain to 
often to almost always in the competence domain. The young women ranged from a low 
o f 25.63 (SD = 8.12) in the physical domain to a high o f 32.16 (SD = 4.37) in the 
competence domain. In other words, the frequency o f flow ranged from sometimes to 
often in the physical domain to often to almost always in the competence domain.
In the classroom context, young men ranged from a low o f 22.85 (SD = 8.14) in 
the family domain to a high o f  32.45 (SD = 3.43) in the competence domain. In other
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words, frequency o f flow ranged from sometimes to often in the family domain to often 
to almost always in the competence domain. The young women ranged from a low of 
23.10 (SD = 8.40) in the physical domain to a high o f 32.25 (SD = 4.60) in the 
competence domain. This means that frequency o f flow ranged from sometimes to often 
in the physical domain to often to almost always in the competence domain.
In terms o f  ability in the nonclassroom context, the high-ability group ranged 
from a low o f 26.69 (SD = 6.16) in the academic domain to a high o f 32.97 (SD = 4.74) 
in the competence domain. This means that frequency o f  flow ranged from sometimes to 
often in the academic domain to often to almost always in the competence domain. The 
gifted group ranged from a low o f 27.46 (SD = 7.73) in the physical domain to a high of 
32.99 (SD = 3.57) in the competence domain. In other words, frequency o f flow ranged 
from sometimes to often in the physical domain to often to almost always in the 
competence domain. The highly gifted group ranged from a low o f  25.28 (SD = 8.10) in 
the family domain to a high o f 31.97 (SD = 5.80) in the creative domain. Therefore, 
frequency o f flow ranged from sometimes to often in the family domain to often to 
almost always in the creative domain.
In the classroom context, the high-ability group ranged from a low o f 26.47 (SD = 
7.35) in the family domain to a high o f 31.78 (SD = 6.10) in the creative domain. This 
means that frequency o f  flow ranged from sometimes to often in the family domain to 
often to almost always in the creative domain. The gifted group ranged from a low of 
22.87 (SD = 7.68) in the physical domain to a high o f 32.91 (SD = 4.08) in the 
competence domain. In other words, frequency o f flow ranged from sometimes to often 
in the physical domain to often to almost always in the competence domain. The highly
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gifted group ranged from a low o f 20.54 (SD = 8.08) in the family domain to a high o f 
30.75 (SD = 4.61) in the competence domain. Therefore, frequency o f  flow ranged from 
sometimes to often in the family domain to often to almost always in the competence 
domain.
Table 24
Means and Standard Deviations o f  Participants’ Frequency o f Flow in Nonclassroom 
Educational Contexts in Social. Competence, and Affective Domains by Gender and 
Ability
Gender Ability n
Frequency of Nonclassroom Flow by Domain
Social 
(n = 136)
Competence 
(n = 136)
Affective 
(n = 135)
M SD M SD M SD
Male High-Ability 13 29.72 7.37 32.33 5.68 28.57 8.57
Gifted 14 31.38 5.28 33.81 2.53 34.43 3.84
Highly
Gifted
14, 14, 13 29.86 6.63 32.00 4.81 31.34 7.98
Total 41 30.33 6.34 32.72 4.47 31.52 7.28
Female High-Ability 33 31.96 5.66 33.22 4.39 32.16 6.07
Gifted 34 29.86 5.26 32.65 3.90 29.01 6.02
Highly
Gifted
28 29.04 5.66 30.33 4.47 28.59 5.64
Total 95 30.35 5.60 32.16 4.37 29.98 6.08
Male
and
Female
High-Ability 46 31.33 6.18 32.97 4.74 31.15 6.96
Gifted 48 30.31 5.26 32.99 3.57 30.59 5.98
Highly
Gifted
42, 42, 41 29.31 5.93 30.89 4.60 29.46 6.50
Total 136, 136, 
135
30.34
i
5.81 32.33 4.39 30.44 6.47
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Table 25
Means and Standard Deviations o f Participants’ Frequency o f  Flow in Nonclassroom 
Educational Contexts in Academic. Family, and Physical Domains by Gender and Ability
Gender Ability n
Frequency of Nonclassroom Flow by Domain
Academic 
(n = 133)
Family 
(n = 127)
Physical 
(n = 131)
M SD M SD M SD
Male High-Ability 12, 12,13 23.63 5.22 25.97 8.43 30.06 6.57
Gifted 14 27.15 3.18 28.33 6.07 30.43 5.45
Highly Gifted 13, 12 26.51 8.76 28.25 8.55 29.66 7.94
Total 39, 38, 40 25.85 6.15 27.56 7.55 30.06 6.53
Female High-Ability 33,31,31 27.81 6.16 28.64 7.41 26.70 7.83
Gifted 33 27.82 5.28 26.58 7.93 26.20 8.27
Highly Gifted 28, 25, 27 29.45 6.66 23.85 7.64 23.70 8.22
Total 94, 89,91 28.30 6.01 26.53 7.82 25.63 8.12
Male
and
Female
High-Ability 45, 43, 44 26.69 6.16 27.90 7.70 27.69 7.57
Gifted 47 27.62 4.73 27.10 7.41 27.46 7.73
Highly Gifted 41,37,40 28.52 7.41 25.28 8.10 25.64 8.51
Total 133,127, 
131
27.58 6.13 26.84 7.72 26.98 7.91
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Table 26
Means and Standard Deviations o f Participants’ Frequency o f  Flow in Nonclassroom 
Educational Contexts in Creative and Spiritual Domains by Gender and Ability
Frequency o f  Nonclassroom 
Flow by Domain
Gender Ability n Creative 
( n =131)
Spiritual 
(n = 130)
M SD M SD
Male High-Ability 13 30.61 5.22 31.84 5.05
Gifted 14 31.10 6.08 33.86 5.64
Highly Gifted 13 33.36 5.99 27.77 4.78
Total 40 31.68 5.76 31.22 5.66
Female High-Ability 32,31 33.24 5.16 31.16 6.11
Gifted 33 30.42 6.30 31.12 5.73
Highly Gifted 26 31.27 5.69 25.96 6.89
Total 91,90 31.66 5.81 29.64 6.58
Male and Female High-Ability 45 ,44 32.48 5.26 31.36 5.77
Gifted 47 30.62 6.18 31.93 5.78
Highly Gifted 39 31.97 5.80 26.56 6.26
Total 131,
130
31.66 5.77 30.13 6.33
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Table 27
Means and Standard Deviations o f  Participants’ Frequency o f Flow in Classroom 
Educational Contexts in Social. Competence, and Affective Domains bv Gender and 
Ability
Frequency o f Classroom Flow by Domain
Gender Ability n Social 
(n =  136)
Competence 
(n = 136)
Affective 
(n =135)
M SD M SD M SD
Male High-Ability 13 24.69 5.63 32.64 5.27 24.79 7.12
Gifted 14 27.36 6.46 32.45 3.43 29.44 5.55
Highly
Gifted
14, 14, 
13
27.36 6.01 32.29 4.38 28.64 7.13
Total 41,41,
40
26.51 6.03 32.45 4.29 27.67 6.76
Female High-Ability 33 27.18 6.04 33.30 4.27 29.14 6.10
Gifted 34 25.74 5.63 33.10 4.35 26.93 5.96
Highly
Gifted
28 24.29 5.93 29.98 4.60 24.39 6.48
Total 95 25.81 5.92 32.25 4.60 26.95 6.39
Male and High-Ability 46 26.48 5.98 33.12 4.52 27.91 6.63
Female
Gifted 48 26.21 5.98 32.91 4.08 27.66 5.90
Highly
Gifted
42, 42, 
41
25.31 6.06 30.75 4.61 25.74 6.90
Total 136, 136, 
135
26.02 5.94 32.31 4.49 27.16 6.48
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Table 28
Means and Standard Deviations o f Participants’ Frequency o f Flow in Classroom 
Educational Contexts in Academic. Family, and Physical Domains by Gender and Ability
Frequency o f Classroom Flow by Domain
Gender Ability n Academic 
(n =133)
Family 
(n = 127)
Physical 
(n =131)
M SD M SD M SD
Male High-Ability 12, 12,13 26.08 6.92 23.30 8.14 27.54 8.18
Gifted 14 27.35 5.12 23.00 6.85 22.71 6.66
Highly
Gifted
13, 12, 13 27.69 6.21 22.21 10.01 28.46 8.49
Total 39, 38, 40 27.07 5.96 22.85 8.14 26.15 8.01
Female High-Ability 33,31 ,31 28.15 5.86 27.70 6.76 26.36 8.53
Gifted 33 28.51 5.40 23.38 7.93 22.94 8.17
Highly
Gifted
28, 25,27 28.28 7.82 19.74 7.06 19.56 7.25
Total 94, 89, 91 28.32 6.29 23.86 7.88 23.10 8.40
Male and High-Ability 45,43, 44 27.60 6.15 26.47 7.35 26.71 8.35
Female
Gifted 47 28.17 5.29 23.27 7.55 22.87 7.68
Highly
Gifted
41,37, 40 28.10 7.27 20.54 8.08 22.45 8.67
Total 133, 127, 
131
27.95 6.20 23.56 7.94 24.03 8.37
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Table 29
Means and Standard Deviations o f Participants’ Frequency o f Flow in Classroom 
Educational Contexts in Creative and Spiritual Domains by Gender and Ability
Gender Ability n
Frequency o f Classroom Flow by 
Domain
Creative 
( n = 131)
Spiritual 
(n = 130)
M SD M SD
Male High-Ability 13 29.31 5.92 29.29 5.91
Gifted 14 29.71 5.18 30.06 6.87
Highly Gifted 13 31.92 6.50 25.85 6.76
Total 40 30.30 5.84 28.44 6.63
Female High-Ability 32,31 32.78 5.97 29.28 6.55
Gifted 33 28.59 5.78 29.06 6.76
Highly Gifted 26 29.97 4.61 23.95 6.85
Total 91 ,90 30.46 5.77 27.66 7.05
Male
and
Female
High-Ability 45 ,44 31.78 6.10 29.29 6.30
Gifted 47 28.92 5.58 29.36 6.74
Highly Gifted 39 30.62 5.31 24.58 6.79
Total 131,30 30.41 5.77 27.90 6.91
For domain-specific flow, analyses were conducted separately on nonclassroom and 
classroom data.
Nonclassroom educational context. The multivariate analysis o f variance for 
domain-specific nonclassroom flow indicated a significant effect, W ilks’s lambda = .409, 
F (7, 118) = 24.39, p  < .05. A univariate analysis o f variance within-subjects also
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revealed significant effects for domain-specific nonclassroom flow. Tests o f  between- 
subjects did not show any significant effects. Posthoc analyses involved conducting 
pairwise comparisions between the means for each domain. In order to maintain alpha at 
.05 across all contrasts, each individual contrast was then corrected for alpha slippage 
following Holm’s sequential Bonferroni procedure for each individual contrast (Green, 
S.B., Salkind, N.J., & Akey, T.M., 2000). These analyses revealed significant differences 
between the mean scores for the following domains o f nonclassroom flow: social and 
competence, social and family, social and physical, competence and affective, 
competence and academic, competence and family, competence and physical, 
competence and spiritual, affective and family, affective and physical, academic and 
creative, academic and spiritual, family and creative, family and spiritual, physical and 
creative, and physical and spiritual. This means that in the nonclassroom context, 
participants experienced competence flow significantly more often than they experienced 
social, affective, academic, family, physical, or spiritual flow. They also experienced 
social flow significantly more often than they did academic, family, or physical flow. In 
addition, they experienced affective flow significantly more often than they did academic, 
family, or physical flow. They experienced creative flow significantly more often than 
they did academic, family, or physical flow. Finally, they experienced spiritual flow 
significantly more often than they did academic, family, or physical flow.
The multivariate analysis o f variance for domain-specific nonclassroom flow also 
indicated a significant effect in terms o f  gender, W ilks’s lambda = .791, F (7, 118) =
4.45, p < ,05. A univariate analysis o f variance within-subjects also revealed significant 
effects for the interaction o f domain and gender. Between-subjects tests did not show any
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significance. Posthoc analyses involved conducting one-way univariate analyses o f 
variance, which revealed significant differences between genders in the domains o f 
physical and academic. The young men experienced physical flow significantly more 
often than did the young women. Conversely, the young women experienced academic 
flow significantly more often than did the young men (see Figure 5).
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Figure 5. Frequency of nonclassroom domain-specific flow: Interaction between 
gender and domain.
In addition, the multivariate analysis o f variance for domain-specific 
nonclassroom flow indicated a significant effect in terms o f ability, W ilks’s lambda = 
.765, F (14, 236) = 2.42, p < .05. A univariate analysis o f  variance within-subjects also 
revealed significant effects for the interaction o f domain and ability. Between-subjects 
tests did not show any significance. There were no significant effects for the interaction 
o f  domain, gender, and ability. Posthoc analyses involved running one-way univariate 
analyses o f  variance. The tests revealed significant differences in the spiritual domain 
between the high-ability and highly gifted participants and between the gifted and highly 
gifted participants. The high-ability group experienced spiritual flow significantly more 
often than did the highly gifted. The gifted group also experienced spiritual flow 
significantly more often than did the highly gifted group (see Figure 6).
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Figure 6. Frequency o f nonclassroom domain-specific flow: Interaction between 
ability and domain.
Classroom educational context. In the classroom context, the multivariate 
analysis o f  variance for domain-specific classroom flow also indicated a significant 
effect, W ilks’s lambda = .354, F (7, 112) = 29.14, p < .05. A univariate analysis o f 
variance within-subjects also revealed significant effects for domain-specific classroom 
flow. Tests o f  between-subjects did not show any significant effects. Posthoc analyses 
involved conducting pairwise comparisions between the means for each domain. In order 
to maintain alpha at .05 across all contrasts, each individual contrast was then corrected 
for alpha slippage following Holm ’s sequential Bonferroni procedure for each individual 
contrast (Green, S.B., Salkind, N.J., & Akey, T.M., 2000). These analyses revealed 
significant differences between the mean scores for the following domains o f classroom
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flow: social and competence, social and academic, social and family, social and creative, 
competence and affective, competence and academic, competence and family, 
competence and physical, competence and creative, competence and spiritual, affective 
and family, affective and physical, affective and creative, academic and family, academic 
and physical, academic and creative, family and creative, family and spiritual, physical 
and creative, physical and spiritual, and creative and spiritual. This means that in the 
classroom context, participants experienced competence flow significantly more often 
than they did social, affective, academic, family, physical, creative, or spiritual flow. In 
addition, they experienced academic flow significantly more often than they did social, 
family, or physical flow. Also, social flow was experienced significantly more often than 
was family flow. Participants also experienced creative flow significantly more often 
than they did social, affective, academic, family, physical, or spiritual flow. In addition, 
they experienced affective flow significantly more often than they did family or physical 
flow. Similarly, they experienced academic flow significantly more often than they did 
family or physical flow. Finally, they experienced spiritual flow significantly more often 
than they did family or physical flow.
Although the multivariate analysis o f variance for domain-specific classroom flow 
did not indicate significance in terms o f  gender, it did indicate a significant effect in terms 
of ability, W ilks’s lambda = .768, F (14, 224) = 2.26, £  < .05. A univariate analysis o f 
variance o f  within-subjects also revealed significant effects for the interaction o f  domain 
and ability. Tests o f between-subjects did not show any significant effects. Posthoc 
analyses involved running additional one-way analyses o f variance. The tests revealed 
significant differences in the family domain between high-ability and highly gifted
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participants and between high-ability and gifted participants. Significant differences 
were also found in the physical domain between high-ability and gifted participants and 
between high-ability and highly gifted participants. Finally, there were significant 
differences in the spiritual domain between high-ability and highly gifted participants. In 
other words, high-ability participants experienced family flow significantly more often 
than did either the gifted or highly gifted participants. Similarly, the high-ability 
participants experienced physical flow significantly more often than did either the gifted 
or highly gifted participants. In addition, the high-ability participants experienced 
spiritual flow significantly more often than did the highly gifted participants (see Figure
7).
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Figure 7. Frequency o f  classroom domain-specific flow: Interaction between 
ability and domain.
In addition, the multivariate analysis o f variance for domain-specific classroom 
flow indicated a significant effect for the interaction among domain, gender, and ability, 
Wilks’s lambda = .812, F (14, 224) = 1.76, p < .05. Posthoc analyses involved 
conducting one-way analyses o f variance, which revealed no significant differences by 
ability in the various domains for the young men. In contrast, for the young women, 
significant differences were found in the domain o f family between high-ability and 
highly gifted participants and between high-ability and gifted participants. Significance 
was also evident in the physical domain between high-ability and highly gifted 
participants, in the spiritual domain between high-ability and highly gifted participants, 
and in the affective domain between high-ability and highly gifted participants. In other 
words, the high-ability young women experienced family flow significantly more often 
than did either the gifted or the highly gifted young women.
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The high-ability young women also experienced physical, spiritual, and affective flow 
significantly more often than did the highly gifted young women (see Figure 8 ).
Classroom Domain-Specific Flow Females
Interaction between Ability and Domain
HA (1030-1290) 
G (1300-1390) 
HG (1400-1530)
Soc Com Aff Aca Fam Phy Cre Spi
Domain
Figure 8 . Frequency o f classroom domain-specific flow: Interaction between 
ability and domain for young women.
To determine whether there were significant differences between genders in the 
various domains by ability, further posthoc analyses were conducted. This involved 
additional one-way analyses o f variance by domain and ability for both genders. The 
tests revealed a significant difference between high-ability young men and high-ability 
young women in the affective domain. High-ability young women experienced 
affective flow significantly more often than did high-ability young men (see Figure 9).
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Figure 9. Frequency of classroom domain-specific flow: Interaction 
between gender and domain for high-ability participants.
There were no significant differences between gifted young men and gifted young 
women. There was, however, a significant difference between highly gifted young men 
and highly gifted young women in the physical domain. Highly gifted young men 
experienced physical flow significantly more often than did highly gifted young women 
(see Figure 10).
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Figure 10. Frequency of classroom domain-specific flow: Interaction between 
gender and domain for highly gifted participants.
Flow in nonclassroom versus classroom educational contexts. For each o f the 
eight domains o f  flow, a repeated measures analysis o f variance was run to compare the 
nonclassroom with the classroom educational contexts by gender and ability. Although 
there were no significant main effects or interaction effects between nonclassroom and 
classroom flow for domains o f  competence and academic, there were significant effects 
in the other domains.
Significant differences were found between nonclassroom social flow and 
classroom social flow, W ilks’s lambda = .554, F (1, 130) = 104.51, p < .05, meaning that 
participants experienced significantly more social flow in the nonclassroom context than 
they did in the classroom context. There were no significant interaction effects between
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domain and gender, between domain and ability, or among domain, gender and ability. 
Tests o f  within-subjects effects also revealed significance in terms o f domain. Tests o f 
between-subjects did not reveal any significant effects.
Significant main effect differences were also found between nonclassroom 
affective flow and classroom affective flow, W ilks’s lambda = .994, F (1, 129) = 68.98, p 
< .05, meaning that participants experienced affective flow significantly more often in the 
nonclassroom context than in the classroom context. There were no significant 
interaction effects between domain and gender, between domain and ability, or among 
domain, gender and ability.
Significant main effect differences were found between nonclassroom family flow 
and classroom family flow, Wilks’s lambda = .681, F (1, 121) = 56.63, p < .05, meaning 
that participants experienced family flow significantly more often in the nonclassroom 
context than in the classroom context. There were no significant interaction effects 
between domain and gender or among domain, gender, and ability. There was, however, 
a significant interaction effect between domain and ability, W ilks’s lambda = .940, F (2, 
121) = 3.83, p  < .05. Tests o f within-subjects effects revealed significance in terms o f 
domain and in the interaction between domain and ability. Tests o f between-subjects 
effects did not reveal any significance. Posthoc analyses involved conducting t-tests, 
which revealed that participants at all ability levels experienced family flow significantly 
more often in the nonclassroom context than in the classroom context.
Significant main effect differences were also found between nonclassroom 
physical flow and classroom physical flow, W ilks’s lambda = .731, F (1, 125) = 45.99, p 
<.05, meaning that participants experienced physical flow significantly more often in the
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nonclassroom context than in the classroom context. There were no significant interaction 
effects between domain and gender, but there were significant interaction effects between 
domain and ability, W ilks’s lambda = .903, F (2, 125) = 6.70, £  < .05. Further t-tests 
revealed that both gifted and highly gifted participants experienced physical flow 
significantly more often in the nonclassroom context than in the classroom context. There 
was also a significant effect for the interaction among domain, gender, and ability,
Wilks’s lambda = .921, F (2, 125) = 5.34, £ < .05. Tests o f within-subjects effects 
revealed significance in terms o f domain, the interaction o f domain and ability, and the 
interaction o f domain, gender, and ability. Posthoc analyses in the form o f t-tests 
revealed that the gifted young men, gifted young women, and highly gifted young women 
experienced physical flow significantly more often in the nonclassroom context than in 
the classroom context.
Significant main effect differences were found between nonclassroom creative 
flow and classroom creative flow, Wilks’s lambda = .916, F (1, 125)= 11 .53 ,£< .05 , 
meaning that participants experienced creative flow significantly more often in the 
nonclassroom context than in the classroom context. There were no significant interaction 
effects between domain and gender, between domain and ability, or among domain, 
gender, and ability. Tests o f  within-subjects effects also revealed significance in terms o f 
the domain.
Significant main effect differences were found between nonclassroom spiritual 
flow and classroom spiritual flow, Wilks’s lambda = .698, F (1, 124) = 53.54, £ < .05, 
meaning that participants experienced spiritual flow significantly more often in the 
nonclassroom context than in the classroom context. There were no significant
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interaction effects between domain and gender, between domain and ability, or among 
domain, gender and ability. Tests o f  within-subjects effects also revealed significance in 
terms o f  domain.
Analysis o f  Participants’ Descriptions o f Activities That Have Led to Flow
Participants also described situations in each o f the eight domains in which they 
experienced flow, based on being deeply involved and enjoyably challenged (see MFS in 
Appendix C). These data were interpreted through qualitative content analysis as 
described by Creswell (1998). First, all items pertaining to flow were categorized by 
domain. Each item within a domain was then compared with the other items in that 
domain in order to identify similarities and differences. Tallies were kept o f how often 
particular items were repeated so they could be categorically aggregated. Related items 
were grouped together into units o f  meaning and analyzed. Next, descriptive statements 
that were representative o f all o f the items within the particular domain were developed 
and verbatim examples were chosen. Finally, patterns or themes that emerged across 
domains were identified.
In the domain o f  social (n = 69), participants were deeply involved and enjoyably 
challenged when they were working toward a goal (in terms o f an outcome — such as an 
event, product, or skill -  or an understanding) with other people in a way that made them 
feel meaningfully connected with others. They reported this most often in terms of 
physical activities -  such as athletics or dance -  discussions or debates, and planning or 
organizing. For example, “I was deeply involved as the captain for my tennis team. 
Planning spirit activities and parts o f the practice kept me very busy. I also enjoyed the 
relationships I formed with people on the team.” Another participant cited “debating with
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friends over the ideals o f society and its changes.” Another noted, “I was helping with 
the senior hall decorations during Homecoming week, and we had to figure out how to 
construct the Eiffel Tower out o f cardboard boxes and saran wrap. We were at school for 
over five hours working on our hall, but it was worth it.” O f the 69 participants who 
reported specific examples o f flow in the social domain, 24 were young men and 45 were 
young women. In terms o f  ability, 22 participants were high ability ( 8  young men and 14 
young women), 30 were gifted (10 young men and 20 young women), and 17 were highly 
gifted ( 6  young men and 11 young women). A similar mix o f activities was reported 
across genders and abilities.
In the domain o f competence (n = 63), participants were deeply involved and 
enjoyably challenged when they were formulating new ideas, products, and relationships 
to meet a variety o f  challenges and solve problems. They reported this most often in 
terms o f  writing and fairly often in terms o f working on academic projects and 
participating in athletics or dance. For example, “Whenever I write a paper, I become 
completely absorbed with the task. It is a challenge to make my words flow correctly, but 
after the paper is written, I feel really proud o f  my work.” Another participant cited, 
“group projects in one o f  my high school English classes in which our group would have 
to perform a skit always made me get deeply involved and most always were fun.” 
Another reported, “Last year on my field hockey team, I was nominated as a captain. I 
felt that I had a lot o f  advice to take with me into this situation. I was called upon by my 
teammates to step into a leadership role and take responsibility for the team.” O f the 63 
participants who reported specific examples o f flow in the competence domain, 2 2  were 
young men and 41 were young women. In terms o f  ability, 19 participants were high
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ability (7 young men and 12 young women), 28 were gifted (9 young men and 19 young 
women), and 16 were highly gifted ( 6  young men and 10 young women). A similar mix 
o f activities was reported across genders and abilities.
In the domain o f affective (n = 61), participants were deeply involved and 
enjoyably challenged when they were building, maintaining, nurturing, or responding to 
relationships and forces o f change that affect these relationships. They reported this most 
often in terms o f romantic relationships and friendships and fairly often in terms of 
family relationships. A participant provided a succinct example, with “Two words: a 
girlfriend (enough said).” Another noted, “helping one o f my friends get through a tough 
time in her life when parents, school, her two jobs, and college applications all seemed 
too much for her to handle alone.” Another reported, “I volunteer at homeless shelters 
several times a year. Visiting with the homeless allows me to make a difference in the 
community, but it does get hard to be around people who are so down on life. It is a 
challenge to find the right words to say.” O f the 61 participants who reported specific 
examples o f flow in the affective domain, 22 were young men and 39 were young 
women. In terms o f ability, 19 participants were high ability ( 6  young men and 13 young 
women), 26 were gifted (9 young men and 17 young women), and 16 were highly gifted 
(7 young men and 9 young women). A similar mix o f activities was reported across 
genders and abilities.
In the domain o f  academic (n = 61), participants were deeply involved and 
enjoyably challenged when they were focused on advanced course work (especially 
Advanced Placement classes) and related exams. They reported this most often in the 
form o f writing and fairly often in terms o f  participating in discussions and debates, each
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as a forum for critical thinking. They also reported that problem-solving based on the 
practical application o f calculus, physics, and chemistry was a flow experience. One 
participant mentioned “writing essays constantly for my AP English class,” and another 
noted, “I took the AP exam in Calculus this year, which took a lot of studying but I 
enjoyed learning the material.” Another reported, “For my International Baccalaureate 
diploma, I was required to write two Theory o f Knowledge essays. These essays deal 
with a variety o f topics and ideas, and were probably the most challenging papers I ever 
wrote. I got focused and earned my diploma.” One participant noted, “We had these 
really powerful discussions in morality class. It was challenging because the teacher 
would always play devil’s advocate no matter what the subject.” Finally, one participant 
added, “An academic situation where I was involved and challenged was when I had to 
do tests on how wing-span affects the flight o f an airplane.” O f the 61 participants who 
reported specific examples o f flow in the academic domain, 21 were young men and 40 
were young women. In terms o f ability, 18 participants were high ability (5 young men 
and 13 young women), 27 were gifted (9 young men and 18 young women), and 16 were 
highly gifted (7 young men and 9 young women). A similar mix o f activities was 
reported across genders and abilities.
In the domain o f family (n = 59), participants were deeply involved and enjoyably 
challenged when they were interacting with family members in terms o f  everyday life, 
vacations and day trips, and celebrations with relatives. They reported this most often in 
terms o f various aspects o f everyday life with their immediate family, such as helping one 
another in times o f  need, engaging in discussions, playing games, and sharing meals. For 
example, “Any time I am with my family, I feel involved and connected with them.
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Simple situations such as going out to dinner or taking a trip with them always involves 
me.” Also, “One summer my family and I took a one month cross-country train trip. We 
stopped along the way to enjoy sights more fully. It was incredible to witness how close 
we became.” “Christmas at Grandma’s” and “family birthday celebrations” were also 
reported. Another participant provided the following: “Taking care o f  my grandparents 
when my grandmother had just come out o f a difficult surgery and my grandfather had 
flu/bronchitus. My mom and I cooked, cleaned, and shopped for them and spent time just 
talking with them.” O f the 59 participants who reported specific examples o f flow in the 
family domain, 21 were young men and 38 were young women. In terms o f ability, 18 
participants were high ability (5 young men and 13 young women), 25 were gifted (9 
young men and 16 young women), and 16 were highly gifted ability (7 young men and 9 
young women). A similar mix o f activities was reported across genders and abilities.
In the domain o f  physical (n = 63), participants were deeply involved and 
enjoyably challenged when they were participating in sports, especially when they were 
facing challenging opponents during competitions. They reported participation in a wide 
variety o f physical activities, the majority o f which related to team sports. They also 
mentioned dance, outdoor activities, and informal competitions fairly often. Some 
examples were as follows: “playing soccer games against girls with more talent than my 
own team, but keeping up to them m yself’ and “facing a tough pitcher in baseball.” A 
participant also reported, “When I play tennis against an extremely tough opponent, I 
have fun testing my limits. It’s even more enjoyable when I win.” Another noted, 
“Every weekend about ten o f my friends and I meet at one kid’s house and have 
basketball games. These games go on for hours and while you are exhausted at the end
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you are happy and have a sense o f  accomplishment.” O f the 63 participants who reported 
specific examples o f flow in the physical domain, 22 were young men and 41 were young 
women. In terms of ability, 18 participants were high ability ( 6  young men and 12 young 
women), 27 were gifted (9 young men and 18 young women), and 18 were highly gifted 
(7 young men and 11 young women). A similar mix o f activities was reported across 
genders and abilities.
In the domain o f creative (n = 57), participants were deeply involved and 
enjoyably challenged when they were making a unique product or performance.
Although they reported a wide variety o f creative activities, the majority o f  these 
activities took the form o f art or writing. The writing was either fiction or poetry, and the 
art was most often in terms o f  crafts or drawing and painting. In addition, the activities 
reported were carried out independently and with others, but in most cases the activities 
were done in direct relationship to others (i.e., as gifts, as part o f  a group o f actors in a 
play, to help others, or in response to a school assignment). Examples included the 
following: “making collages, writing poetry;” “making things -  jewelry, art, creative 
writing;” “ leisure sketching;” “making a self-propelled car in physics class;” and “putting 
a photography project o f mine together as a gift for a good friend.” One participant 
reported, “In one o f my stories I was writing, I started at about five in the night and didn’t 
realize I needed to go to sleep until eleven forty-five.” O f the 57 participants who 
reported specific examples o f flow in the creative domain, 20 were young men and 37 
were young women. In terms o f  ability, 15 participants were high ability (5 young men 
and 1 0  young women), 26 were gifted ( 8  young men and 18 young women), and 16 were 
highly gifted (7 young men and 9 young women). The young women reported a
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noticeably higher number o f  crafts activities than did the young men, who did not cite 
any specifically. These involved such activities as making collages, jewelry, dolls, Easter 
eggs, and homemade presents. A similar mix o f activities was reported across abilities.
In the domain o f  spiritual (n = 58), participants were deeply involved and 
enjoyably challenged when they were participating in religiously based activities or 
experiencing nature (only sometimes in a religious context). They reported this most 
often in terms o f  participating in camps, retreats, and mission trips. They also reported 
this often in terms o f  attending church, bible studies, prayer groups, and church youth 
group events, and in terms o f individual prayer. Being surrounded by the beauty o f nature 
and having deep conversations about religion and spirituality with friends were also noted 
fairly often. Examples included “summer camps, church retreats, being alive;” “prayer 
group meetings, seeing the power o f God and experiencing his presence;” and “bible 
study group with high school friends.” Others noted, “Whenever I go to mass I feel very 
much at peace. I especially feel secure and at ease after communion;” and “writing letters 
to God and just praying to him.” One participant reported, “Sometimes I hear 
interpretations o f  readings at church that connect to me; I feel like they were targeted 
directly at what I thought inside my head (almost like a TV show, where everything floats 
around the main character). There I feel part o f the whole.” Another mentioned, “my 
mission trip this summer where I helped fix up a beat up home made me feel involved 
and very challenged.” Finally, participants noted, “hiking alone, conversations on 
differences in spirituality;” “when I am hiking and surrounded by nature, I am truly 
happy;” “camping deep in the wilderness and not having a care in the world;” and “just 
enjoying the beauty o f nature.” O f the 58 participants who reported specific examples o f
R e p ro d u c e d  with p erm iss ion  of th e  copyright ow ner.  F u r the r  reproduction  prohibited without perm iss ion .
Experiences, Self-Concept, and Flow 157
flow in the spiritual domain, 21 were young men and 37 were young women. In terms o f 
ability, 17 participants were high ability ( 6  young men and 1 1  young women), 26 were 
gifted ( 8  young men and 18 young women), and 15 were highly gifted (7 young men and 
8  young women). A similar mix o f  activities was reported across genders and abilities.
Across the domains, activities resulting in flow seemed to be those that required 
focused attention and energy to link people, ideas, and actions in a meaningful way. 
Activities that resulted in experiences o f flow in the social, competence, and affective 
domains often coincided with similar activities in all o f the other domains. This overlap 
seems reasonable because many activities involved social interactions and challenged 
areas o f  competence and emotion.
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Research Question 4 Results: Experiences, Self-Concept, and Flow
Finally, the analyses o f  the data from the combination o f the three instruments 
probed the following question: What are the relationships between the degree and overall 
intensity o f  precollegiate participation in field-based, experiential education 
(nonclassroom) and the degree and overall intensity o f classroom-based education; both 
global and domain-specific self-concept; and global and domain-specific flow in both 
nonclassroom and classroom educational contexts based on variables o f gender and 
ability? This final research question was analyzed by (a) running Pearson Product 
Moment Correlations between degree and overall intensity o f  nonclassroom and 
classroom participation and global and domain-specific self-concept and for each by 
gender and ability, (b) running Pearson Product Moment Correlations between degree 
and overall intensity o f nonclassroom and classroom participation and global and 
domain-specific frequency o f  flow and for each by gender and ability in nonclassroom 
and classroom educational contexts, and (c) running Pearson Product Moment 
Correlations between global and domain-specific self-concept and global and domain- 
specific frequency o f  flow (in subdomains related to aspects o f  self-concept) in both 
nonclassroom and classroom educational contexts and for each by gender and ability.
The benchmark for correlations o f some import for this study was set with the 
intention o f  opening up for discussion a number o f potentially insightful relationships that 
could well benefit from further exploration (e.g., using a multiple regression). It is 
proposed that correlations accounting for approximately 1 0 % o f the shared variance in 
this area o f  personality research deserve to be noted and further considered (as done, for 
example, in Hoekman, McCormick, & Gross, 1999). A construct that accounts for
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approximately 1 0 % or more o f a person’s self-concept or frequency o f flow seems fairly 
important. As such, correlations at r = .30 and greater (+ or -) were described as being 
meaningful. It is important to note, however, that other constructs (such as achievement, 
family support, personality traits, etc.) may share some o f the same variance with the 
constructs discussed, in which case the correlations would be less. Also, because o f the 
low benchmark for correlation, it would be unwise to overstate the meaning o f the slight 
trends detected.
The statistical significance o f  the correlations was noted in the corresponding 
tables. In some instances, the correlations were significantly different from zero yet they 
were not meaningful. At other times, they were not significantly different from zero yet 
they were meaningful. Only those correlations that are judged to be meaningful are 
discussed in detail.
Experience and Self-Concept
Degree o f participation and global self-concept. For degree o f participation and 
global self-concept, the correlations were not meaningful. In the nonclassroom context, 
the correlation was r = .072 (n = 131) and for the classroom context, r = -.037 (n = 129).
In terms o f gender, there were no meaningful correlations. In the nonclassroom 
context, for young men the correlation was r = -.225 (n = 38), and for young women r = 
.221 (n = 93). In the classroom context, for young men the correlation was r = -.080 (n 
= 37), and for young women r = -.021 (n = 92).
In terms o f  ability, there were no meaningful correlations. In the nonclassroom 
context, the correlations were as follows: high-ability: r -  .185 (n = 46); gifted: r = .221 
( n = 44); and highly gifted: r = -.252 (n = 41). In the classroom context, correlations
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were as follows: high-ability: r = -.144 (n = 44); gifted: r = .087 (n = 43); highly gifted: 
r =  .035 (n = 41).
Overall intensity o f  participation and global self-concept. Correlations for overall 
intensity o f  participation and global self-concept for the nonclassroom (r = .287; n = 131) 
and classroom (r = .261; n = 129) contexts were not meaningful.
In terms o f gender, some correlations were meaningful (see Table 30). In the 
nonclassroom context, the correlation for young men was r = .307 (n = 38), which was 
not significant; however, for young women the correlation o f r = .299 (n = 93) was 
significant. The difference between the significance o f the two correlations is due to 
sample size (i.e., males = 38 and females = 93). The correlation for the young men does, 
however, account for the same amount o f variance, so it is meaningful (all o f  the 
correlations are being treated in this manner). These correlations suggest that for both 
young men and young women, as overall intensity o f participation in nonclassroom 
educational activities increased, global self-concept increased. In the classroom context, 
for young men the correlation was r = .158 (n = 37), and for young women r = .329 (n = 
92). For young women, the correlation was meaningful, suggesting that for young 
women, as overall intensity o f participation in classroom educational activities increased, 
global self-concept increased.
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Table 30
Pearson Product Moment Correlations o f  Overall Intensity o f  Participation and
Global Self-Concept in Both Nonclassroom and Classroom Educational Contexts by 
Gender
Gender Educational Context
Nonclassroom Classroom
n r n r
Male 38 .307 37 .158
Female 93 2 9 9 ** 92 .329**
** £ <  .01 .
In terms o f ability, some o f the correlations were meaningful (see Table 31). In 
the nonclassroom context, the correlations were as follows: high-abilitv: r = .415 {n =
46); gifted: r = .248 (n = 44); and highly gifted: r = .151 (n = 41). The correlation for 
the high-ability group was meaningful, suggesting that for high-ability participants, as 
overall intensity o f participation in nonclassroom educational activities increased, global 
self-concept increased. Similarly, some of the correlations in the classroom context were 
meaningful. Correlations were as follows: high-ability: r = .436 (n = 44); gifted: r =
.134 {n = 43); and highly gifted: r = .142 (n = 41). The correlation for the high-ability 
group was meaningful, suggesting that for high-ability participants, as overall intensity o f 
participation in classroom educational activities increased, global self-concept increased.
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Table 31
Pearson Product Moment Correlations o f Overall Intensity o f Participation and 
Global Self-Concept in Both Nonclassroom and Classroom Educational Contexts by 
Ability
Ability Educational Context
Nonclassroom Classroom
n r n r
High-Ability 46 .415** 45 .436**
Gifted 44 .248** 43 .134
Highly Gifted 41 .151 41 .142
** p <  .01.
Degree o f participation and domain-specific self-concept. For degree of 
participation and domain-specific self-concept, the resulting correlations were not 
meaningful. In the nonclassroom context, correlations ranged from r = -.034 in the 
competence domain (n = 133) to r = .119 in the family domain (n = 132). In the 
classroom context, correlations ranged from r = -.105 in the competence domain (n =
131) to r = .021 in both the academic (n = 131) and family (n = 131) domains.
In terms o f  gender, only one o f the correlations was meaningful (see Table 32). In 
the nonclassroom context, correlations for the young men ranged from r = -.324 in the 
social domain (n = 39) to r = .008 in the family domain (n = 38). The only meaningful 
correlation suggests that for young men, as degree o f participation in nonclassroom 
educational activities increased, social self-concept decreased. For the young women, 
correlations ranged from r = .067 in the academic domain (n = 94) to r = .244 in the 
physical domain (n = 94). Correlations in the classroom context were not meaningful.
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For the young men, they ranged from r = -.138 in the affective domain (n = 38) to r = 
.205 in the family domain (n = 37). For the women, they ranged from r = -.085 in the 
family domain (n = 93) to r = .061 in the physical domain (n = 93).
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Table 32
Pearson Product Moment Correlations o f  Degree o f Participation and Domain-Specific 
Self-Concept in Both Nonclassroom and Classroom Educational Contexts by Gender
Domain Gender Educational Context
Nonclassroom Classroom
n r n r
Social Male 39 -.324* 38 -.096
Female 94 .234 93 - . 0 2 2
Competence Male 39 -.269 38 -.139
Female 94 .079 93 -.083
Affective Male 39 -.246 38 -.138
Female 93 .188 92 -.039
Academic Male 39 -.235 38 -.011
Female 94 .067 93 .035
Family Male 38 .008 37 .205
Female 94 .166 93 -.085
Physical Male 39 -.169 38 -.132
Female 94 .244* 93 .061
* P < .05.
In terms o f  ability, only one correlation was meaningful (see Table 33). In the 
nonclassroom context, correlations for high-ability ranged from r = -.103 in the academic 
domain (n = 46) to r = .271 in the physical domain (n = 46). For gifted, they ranged from 
r = -.048 in the competence domain (n = 46) to r = .291 in the social domain (n = 46).
For the highly gifted, they ranged from r = -.006 in the family domain (n = 41) to r = - 
.317 in the social domain (n = 41). The only meaningful correlation that emerged was for
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the highly gifted group in the social domain. This correlation suggests that for highly 
gifted participants, as degree o f participation in nonclassroom educational activities 
increased, social self-concept decreased. This inverse relationship between being 
involved in more nonclassroom educational activities and having lower domain-specific 
self-concept was also evident for the highly gifted participants in the affective domain (r 
= -.294; n = 41), but not to the same extent. In the classroom context, correlations for 
high-ability ranged from r = -.187 in the academic domain (n = 45) to r = -.061 in the 
physical domain (n = 45). For gifted, they ranged from r = -.103 in the affective domain 
(n = 44) to r = .243 in the family domain (n = 44). For highly gifted, they ranged from r = 
-.016 in the physical domain (n = 41) to r = .074 in the family domain (n = 41).
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Table 33
Pearson Product Moment Correlations o f Degree o f  Participation and Domain-Specific 
Self-Concept in Both Nonclassroom and Classroom Educational Contexts by Ability
Domain Ability Educational Context
Nonclassroom Classroom
n r n r
Social High-ability 46 .139 45 -.136
Gifted 46 .291* 45 .034
Highly gifted 41 -.317* 41 .070
Competence High-ability 46 . 1 1 0 45 -.186
Gifted 46 -.048 45 -.090
Highly gifted 41 -.236 41 .030
Affective High-ability 46 .197 45 -.070
Gifted 45 .090 44 -.103
Highly gifted 41 -.294 41 .035
Academic High-ability 46 -.103 45 -.187
Gifted 46 .182 45 .198
Highly gifted 41 -.124 41 .031
Family High-ability 46 .142 45 -.139
Gifted 45 .226 44 .243
Highly gifted 41 -.006 41 .074
Physical High-ability 46 .271 45 -.061
Gifted 46 .140 45 .108
Highly gifted 41 -.225 41 -.016
* 2  < .05.
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Overall intensity o f  participation and domain-specific self-concept. For overall 
intensity o f  participation and domain-specific self-concept, some correlations were 
meaningful (see Table 34). In the nonclassroom context, correlations ranged from r = 
.160 in the competence domain (n = 133) to r = .318 in the physical domain (n = 133).
In the classroom context, correlations ranged from r = .125 in the competence domain (n 
= 131) to r = .303 in the physical domain (n = 131). The meaningful correlations suggest 
that as overall intensity o f participation in either the nonclassroom or classroom 
educational context increased, physical self-concept increased.
Table 34
Pearson Product Moment Correlations o f Overall Intensity o f  Participation and 
Domain-Specific Self-Concept in Both Nonclassroom and Classroom 
Educational Contexts
Domain Educational Context
Nonclassroom Classroom
n r n r
Social 133 .245** 131 .187*
Competence 133 .160 131 .125
Affective 132 .183* 130 .148
Academic 133 .179* 131 .180*
Family 132 .229** 130 .214*
Physical 133 .318** 131 .303**
* P < .05.
** p <  .0 1 .
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In terms o f gender, some correlations were meaningful (see Table 35). In the 
nonclassroom context, correlations for the young men ranged from r = .114 in the family 
domain (n = 38) to r = .394 in the physical domain (n = 39). For the young women, they 
ranged from r = .118 in the competence domain (n = 94) to r = .309 in the physical 
domain (n = 94). The meaningful correlations suggest that for both young men and 
young women, as overall intensity o f participation in nonclassroom educational activities 
increased, physical self-concept increased. In the classroom context, correlations for the 
young men ranged from r = .044 in the affective domain (n = 38) to r = .241 in the 
physical domain (n = 38). For the young women, they ranged from r = .131 in the 
competence domain (n = 93) to r = .357 in the physical domain (n = 93). The meaningful 
correlation suggests that for young women, as overall intensity o f participation in 
classroom educational activities increased, physical self-concept increased.
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Table 35
Pearson Product Moment Correlations o f  Overall Intensity o f Participation and Domain- 
Specific Self-Concept in Both Nonclassroom and Classroom Educational Contexts 
by Gender
Domain Gender Educational Context
Nonclassroom Classroom
n r n r
Social Male 39 .214 38 .063
Female 94 .281** 93 .266*
Competence Male 39 .250 38 .117
Female 94 .118 93 .131
Affective Male 39 .258 38 .044
Female 93 .165 92 .230*
Academic Male 39 .245 38 .135
Female 94 .157 93 .203
Family Male 38 .114 37 .137
Female 94 .287** 93 .255*
Physical Male 39 .394* 38 .241
Female 94 .309** 93 .357**
* P < .05.
** g <  .01.
In terms o f  ability, some correlations were meaningful (see Table 36). In the 
nonclassroom context, correlations for high-ability ranged from r = .283 in the academic 
domain (n = 46) to r = .409 in the physical domain (n = 46). The largest meaningful 
correlation suggests that for high-ability participants, as overall intensity o f participation
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in nonclassroom educational activities increased, physical self-concept increased. 
Interestingly, similar meaningful correlations existed for the high-ability participants 
regarding the social ( r = .358; n = 46), competence ( r = .344; n = 46), affective ( r =
.371; n = 4 6 ), and family ( r = .326; n = 46) domains. For gifted participants, they 
ranged from r = -.044 in the competence domain (n = 46) to r = .357 in the family domain 
(n = 45). The largest meaningful correlation suggests that for gifted participants, as 
overall intensity o f participation in nonclassroom educational activities increased, family 
self-concept increased. A similar meaningful correlation existed for the gifted 
participants regarding the physical (_r = .296; n = 46) domain. For highly gifted 
participants, correlations ranged from r = -.070 in the affective domain (n = 41) to r =
.205 in the physical domain (n = 41). In the classroom context, correlations for high- 
ability ranged from r = .251 in the academic domain (n = 45) to r = .468 in the physical 
domain (n = 45). The largest meaningful correlation suggests that for high-ability 
participants, as overall intensity o f participation in the classroom educational activities 
increased, physical self-concept increased. Similar meaningful correlations existed 
regarding the social (_r = .337; n = 45), competence ( r = .322; n = 45), affective ( r =
.363; n = 45), and family ( r = .337; n = 45) domains. For gifted participants, correlations 
ranged from r = -.158 in the competence domain (n = 45) to r = .216 in the family domain 
(n = 44). For highly gifted participants, they ranged from r = -.080 in the affective 
domain (n = 41) to r = .201 in the physical domain (n = 41).
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Table 36
Pearson Product Moment Correlations o f  Overall Intensity o f Participation and Domain- 
Specific Self-Concept in Both Nonclassroom and Classroom Educational Contexts 
bv Ability
Domain Ability Educational Context
Nonclassroom Classroom
n r n r
Social High-ability 46 .358* 45 .337*
Gifted 46 .170 45 .023
Highly gifted 41 .162 41 .116
Competence High-ability 46 .344* 45 .322*
Gifted 46 -.044 45 -.158
Highly gifted 41 .117 41 . 1 1 2
Affective High-ability 46 .371* 45 .363*
Gifted 45 . 2 0 0 44 .123
Highly gifted 41 -.070 41 1 o CO O
Academic High-ability 46 .283 45 .251
Gifted 46 .116 45 .142
Highly gifted 41 .169 41 .174
Family High-ability 46 .326* 45 .337*
Gifted 45 .357* 44 .216
Highly gifted 41 -.004 41 .043
Physical High-ability 46 .409* 45 .468**
Gifted 46 .296* 45 .179
Highly gifted 41 .205 41 . 2 0 1
* £ < . 0 5 .  
* *  £ <  .01 .
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Experience and Flow
Degree o f  participation and global frequency o f  flow. For degree o f participation 
and global frequency o f  flow, the correlations were not meaningful for either 
nonclassroom flow ( r = .099; n = 129) or classroom flow ( r = -.024; n = 121).
In terms o f  gender, only one correlation was meaningful (see Table 37). In the 
nonclassroom context, the correlation for young men was r = -.297 (n = 38). This 
meaningful correlation suggests that for young men, as degree o f participation in 
nonclassroom educational activities increased, frequency o f  global flow increased. For 
young women, the correlation was r = .239 (n = 91). In the classroom context, the 
correlation for young men was r = -.024 (n = 36), and for young women r = -.024 (n = 
85).
In terms o f ability, one correlation was meaningful (see Table 37). In the 
nonclassroom context, correlations were as follows: high-ability: r = .121 (n = 45); 
gifted: r =  .414 (n = 45); and highly gifted: r =-.282 (n = 39). The meaningful 
correlation suggests that for gifted participants, as degree o f participation in 
nonclassroom educational activities increased, frequency o f  global flow increased. In the 
classroom context, no correlations were meaningful (high-ability: r = -.199, n = 42; 
gifted: r =  .178, n = 44; highly gifted: r =  .108, n = 35).
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Table 37
Pearson Product Moment Correlation o f Degree o f Participation and Global Frequency of 
Flow in Both Nonclassroom and Classroom Educational Contexts bv Gender and Ability
Category Educational Context
Nonclassroom Classroom
n r n r
Gender Male 38 -.297 36 -.024
Female 91 .239* 85 -.024
Ability High-ability 45 . 1 2 1 42 -.199
Gifted 45 .414* 44 .178
Highly
gifted
39 -.282 35 .108
* E < .05.
**  £ <  .01 .
Overall intensity o f  participation and global frequency o f flow. For overall 
intensity o f participation and global frequency of flow, the resulting correlations were 
meaningful in both nonclassroom ( r = .439; n = 129) and classroom ( r = .429; n = 121) 
educational contexts (see Table 38). These meaningful correlations suggest that as 
overall intensity o f participation in either the nonclassroom or classroom educational 
context increased, frequency o f global flow increased. The correlations were larger than 
the related correlations found for self-concept. They were also larger than the related 
correlations for degree o f participation.
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Table 38
Pearson Product Moment Correlation o f Overall Intensity o f  Participation and Global 
Frequency o f  Flow in Both Nonclassroom and Classroom Educational Contexts
Educational Context n r
Nonclassroom 129 4 3 9 **
Classroom 1 2 1 4 2 9 **
** P < .01.
In terms o f  gender, correlations were also meaningful (see Table 39). In the 
nonclassroom context, the correlation for young men was r = .352 (n = 38), and for 
young women r = .486 (n = 91). These meaningful correlations suggest that for both the 
young men and young women, as overall intensity o f  participation in the nonclassroom 
educational context increased, frequency o f global flow increased. Correlations for 
gender in the classroom context were similar (young men: r = .415; n = 37 and young 
women: r = .504; n = 86). Again, these meaningful correlations suggest that for both 
young men and young women, as overall participation in the classroom educational 
context increased, frequency o f global flow increased.
In terms o f  ability, correlations were also meaningful (see Table 39). In the 
nonclassroom context, correlations were as follows: high-ability: r = .410 (n = 45); 
gifted: r = .536 (n = 45); and highly gifted: r = .331 (n = 39). These meaningful 
correlations suggest that at all ability levels, as overall intensity o f  participation in the 
nonclassroom educational context increased, frequency o f  global flow increased. In the 
classroom context (high-ability: r = .372, n = 42; gifted: r = .572, n = 44; highly gifted: 
r = .293, n = 35), the meaningful correlations suggest that for the high-ability and gifted 
participants, as overall intensity o f participation in classroom educational activities 
increased, frequency o f  global flow increased.
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Table 39
Pearson Product Moment Correlation o f Overall Intensity o f Participation and Global 
Frequency o f  Flow in Both Nonclassroom and Classroom Educational Contexts bv 
Gender and Ability
Category Educational Context
Nonclassroom Classroom
n r n r
Gender Male 38 .352* 37 .415*
Female 91 .486** 8 6 504**
Ability High-ability 45 .410** 42 .372*
Gifted 45 .536** 44 .572**
Highly
gifted
39 .331* 35 .293
* g <  .05.
** p <  .01.
Degree o f participation and domain-specific frequency o f flow. The correlations 
for degree o f participation and domain-specific flow were not meaningful in either the 
nonclassroom or classroom educational contexts. In the nonclassroom context, 
correlations ranged from r = -.028 in the family domain (n = 123) to r =  .030 in the 
physical domain (n = 127). In the classroom context, correlations ranged from r = -.063 
in the competence domain (n = 133) to r = .186 in the spiritual domain (n = 133).
In terms o f  gender, one o f the correlations was meaningful (see Table 40). In the 
nonclassroom context, the correlations for the young men ranged from r = -.412 in the 
social domain (n = 39) to r = -.003 in the spiritual domain (n = 39). The one meaningful
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correlation suggests that for young men, as degree o f participation in nonclassroom 
educational activities increased, frequency o f social flow decreased. For the young 
women, they ranged from r = -.003 in the competence domain (n = 94) to r = .268 in the 
physical domain (n = 94). In the classroom context, correlations for the young men 
ranged from r = -. 127 in the academic domain (n = 38) to r = . 110 in the creative domain 
(n = 38). For the young women, they ranged from r = -.075 in the creative domain (n = 
90) to r = .078 in the social domain (n = 93).
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Table 40
Pearson Product Moment Correlation o f Degree o f  Participation and Domain-Specific 
Frequency o f  Flow in Both Nonclassroom and Classroom Educational Contexts 
by Gender
Domain Gender Educational Context
Nonclassroom Classroom
n r n r
Social Male 39 . 4^2** 38 -.078
Female 94 .207* 93 .078
Competence Male 39 - . 2 2 0 38 .054
Female 94 -.003 93 -.024
Affective Male 39 -.083 38 -.072
Female 94 .245* 93 .014
Academic Male 38 -.177 38 -.127
Female 93 .083 93 .031
Family Male 39 -.048 36 .038
Female 94 .181 87 -.060
Physical Male 39 -.284 38 .064
Female 94 .268** 89 .004
Creative Male 39 -.290 38 . 1 1 0
Female 92 .117 90 -.075
Spiritual Male 39 -.003 38 -.064
Female 94 .248* 89 . 0 2 1
* 2  < .05.
** p <  .01.
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In terms o f ability, some correlations were meaningful (see Table 41). In the 
nonclassroom context, correlations for high-ability participants ranged from r = -.151 in 
the competence domain (n = 46) to r = .223 in the affective domain (n = 46). For gifted 
participants, they ranged from r = .188 in the academic domain (n = 45) to r = .389 in the 
family domain (n = 46). The largest meaningful correlation suggests that for gifted 
participants, as degree o f participation in nonclassroom educational activities increased, 
frequency o f  family flow increased. A similar meaningful correlation also existed for the 
gifted participants in the domain o f spiritual flow (r = .320; n = 46). For highly gifted 
participants, correlations ranged from r = -.337 in the creative domain (n = 39) to a high 
o f r = .299 in the spiritual domain (n = 41). The meaningful correlations suggest that for 
the highly gifted participants, as degree o f  participation in nonclassroom educational 
activities increased, creative flow decreased and spiritual flow increased. In the 
classroom context, correlations for high-ability ranged from r = -.283 in the academic 
domain (n = 45) to r = -.008 in the physical domain (n = 43). For gifted participants, they 
ranged from r = .033 in the affective domain (n = 45) to r = .208 in the creative domain (n 
= 45). For highly gifted participants, they ranged from r = .029 in the family domain (n 
= 37) to r = .238 in the affective domain (n = 41).
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Table 41
Pearson Product Moment Correlation o f Degree o f Participation and Domain-Specific 
Frequency o f Flow in Both Nonclassroom and Classroom Educational Contexts by Ability
Domain Ability Educational Context
Nonclassroom Classroom
n r n r
Social High-ability 46 .037 45 -.075
Gifted 46 .238 45 .152
Highly gifted 41 - . 2 2 0 41 .070
Competence High-ability 46 -.151 45 -.060
Gifted 46 .216 45 .052
Highly gifted 41 1 00 41 .184
Affective High-ability 46 .223 45 -.142
Gifted 46 .275 45 .033
Highly gifted 41 -.133 41 .238
Academic High-ability 45 .059 45 -.283
Gifted 45 .188 45 .055
Highly gifted 41 -.168 41 . 2 2 2
Family High-ability 46 .036 42 -.131
Gifted 46 .389** 44 .162
Highly gifted 41 -.050 37 .029
Physical High-ability 46 .214 43 -.008
Gifted 46 .294* 44 .141
Highly gifted 41 -.139 40 .075
Creative High-ability 46 .003 44 -.227
Gifted 46 .261 45 .208
Highly gifted 39 -.337* 39 .054
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Spiritual High-ability 46 .052 43 -.074
Gifted 46 .320* 45 . 1 2 0
Highly gifted 41 .229 39 . 1 1 0
* 2  < .05. 
* *  2 <  .0 1 .
Overall intensity o f participation and domain-specific frequency o f flow. Some of 
the correlations for overall intensity o f participation and domain-specific frequency of 
flow were meaningful (see Table 42). They were also relatively larger than those for 
degree o f participation. This occurrence was similar to the related correlations for self- 
concept. In the nonclassroom context, correlations ranged from r = .164 in the family 
domain (n = 133) to r = .441 in the spiritual domain (n = 133). The largest meaningful 
correlation suggests that as overall intensity o f  participation in nonclassroom activities 
increased, frequency o f spiritual flow increased. Similar meaningful correlations existed 
for social (r = .383; n = 133) competence (r = .341; n = 133), affective (r = 320; n = 133), 
and physical (r = .324; n = 133) domains. In the classroom context, correlations ranged 
from r = .173 for the creative domain (n = 128) to r = .410 for the affective domain (n = 
131). The largest meaningful correlation suggests that as overall intensity o f participation 
in classroom educational activities increased, frequency o f  affective flow increased. 
Similar meaningful correlations existed for the family (r = .332; n = 123) and spiritual (r = 
.402; n = 127) domains.
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Table 42
Pearson Product Moment Correlation o f Overall Intensity o f  Participation and Domain- 
Specific Frequency o f Flow in Both Nonclassroom and Classroom Educational Contexts
Domain Educational Context
Nonclassroom Classroom
n r n r
Social 133 .383** 131 .275**
Competence 133 .341** 131 .264**
Affective 133 .320** 131 .410**
Academic 131 .268** 131 .213*
Family 133 .164 123 .332**
Physical 133 324** 127 .268**
Creative 131 .208* 128 .173
Spiritual 133 .441** 127 .402**
* £> < .05.
** g <  .01.
In terms o f  gender, many correlations were meaningful (see Table 43). In the 
nonclassroom context, correlations for the young men ranged from r = .028 in the family 
domain (n = 39) to r = .379 in the affective domain (n = 39). The largest meaningful 
correlation suggests that for young men, as overall intensity o f participation in 
nonclassroom educational activities increased, frequency o f affective flow increased. 
Similar meaningful correlations existed for young men in the social (r = .352; n = 39) and 
spiritual (r = .360; n = 39) domains o f flow. For the young women, correlations ranged 
from r = .223 in the family domain (n = 94) to a r = .488 in the spiritual domain (n = 94). 
The largest meaningful correlation suggests that for young women, as overall intensity o f
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participation in nonclassroom activities increased, frequency o f spiritual flow increased. 
Similar meaningful correlations existed for young women in the social (r = .401; n = 94), 
competence (r = .392; n = 94), affective (r = .309; n = 94), academic (r = .299; n = 93), and 
physical (r =.414; n = 940) domains o f  flow.
In the classroom context, correlations for the young men ranged from r = -.127 in 
the physical domain (n = 38) to r = .302 in the spiritual domain (n = 38). The meaningful 
correlation suggests that for young men, as overall intensity o f participation in classroom 
educational activities increased, frequency o f spiritual flow increased. For the young 
women, they ranged from r = .182 in the creative domain (n = 90) to r = .483 in the 
affective domain (n = 93). The largest meaningful correlation suggests that for young 
women, as overall intensity o f participation in classroom activities increased, frequency 
o f affective flow increased. Similar meaningful correlations existed for young women in 
the social (r = .379;_n = 93), competence (r = .314; n = 93), family (r = .373; n = 87), 
physical (r = .396; n = 89), and spiritual (r = .446; n = 89) domains o f  flow.
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Table 43
Pearson Product Moment Correlation o f  Overall Intensity o f  Participation and Domain- 
Specific Frequency o f  Flow in Both Nonclassroom and Classroom Educational Contexts 
by Gender
Domain Gender Educational Context
Nonclassroom Classroom
n r n r
Social Male 39 .352* 38 .027
Female 94 .401** 93 .379**
Competence Male 39 .238 38 .129
Female 94 392** 93 314**
Affective Male 39 .379* 38 .246
Female 94 .309** 93 .483**
Academic Male 38 .169 38 .074
Female 93 299** 93 .260*
Family Male 39 .028 36 .224
Female 94 .233* 87 .373**
Physical Male 39 .181 38 - . 0 2 1
Female 94 89 .396**
Creative Male 39 .073 38 .150
Female 92 .265* 90 .182
Spiritual Male 39 .360* 38 .302
Female 94 .488** 89 .446*
* P <  .05.
** p <  .01.
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In terms o f ability, many correlations were meaningful (see Table 44). In the 
nonclassroom context, correlations for high-ability ranged from r = -.072 in the creative 
domain (n = 46) to r = .445 in the social domain (n = 46). The largest meaningful 
correlation suggests that for high-ability participants, as overall intensity o f participation 
in nonclassroom educational activities increased, frequency o f social flow increased. 
Similar meaningful correlations also existed for high-ability participants in the affective (r 
= .361, n = 46) and spiritual (r = .401; n = 46) domains o f  flow. For gifted, correlations 
ranged from r = .228 in the family domain (n = 46) to r = .469 in the social domain (n = 
46). The largest meaningful correlation suggests that for gifted participants, as overall 
intensity o f participation in nonclassroom educational activities increased, frequency of 
social flow increased. Similar meaningful correlations existed for gifted participants in the 
competence (r = .322; n = 46), affective (r = .314; n = 46), physical (r = .452; n = 46), 
creative (r = .359; n = 46), and spiritual (r = .434; n = 46) domains o f flow. For highly 
gifted participants, correlations ranged from r = -.057 in the family domain (n = 41) to r = 
.435 in the spiritual domain (n = 41). The largest meaningful correlation suggests that for 
highly gifted participants, as overall intensity o f participation in nonclassroom educational 
activities increased, frequency o f  spiritual flow increased. Similar meaningful 
correlations existed for the highly gifted in the competence (r = .349; n = 41), academic (r 
= .352; n = 41), and creative (r = .334; n = 39) domains o f  flow.
In the classroom context, correlations for high-ability participants ranged from r = - 
.076 in the creative domain (n = 44) to r = .555 in the affective domain (n = 45). The 
largest meaningful correlation suggests that for high-ability participants, as intensity o f 
participation in classroom educational activities increased, frequency o f  affective flow
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increased. Similar meaningful correlations existed for the high-ability participants in the 
social (r = .381; n = 45) and spiritual (r = .315; n = 43) domains o f  flow. For gifted 
participants, correlations ranged from r = .127 in the academic domain (n = 45) to r = .476 
in the family domain (n = 44). The largest meaningful correlation suggests that for gifted 
participants, as overall intensity o f participation in classroom educational activities 
increased, frequency o f family flow increased. Similar meaningful correlations existed for 
the gifted participants in the social (r = .300; n = 43), affective (r = .465; n = 45), physical 
(r = .451; n = 44), creative (r = .396; n = 45), and spiritual (r = .448; n = 45) domains o f 
flow. For highly gifted participants, correlations ranged from r = .119 in the social domain 
(n = 41) to r = .431 in the spiritual domain (n = 391). The largest meaningful correlation 
suggests that for highly gifted participants, as overall intensity o f  participation in 
classroom educational activities increased, frequency o f  spiritual flow increased. Similar 
meaningful correlations existed for the highly gifted participants in the competence (r = 
.354; n = 41) and academic (r = .367; n = 41) domains o f flow.
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Table 44
Pearson Product Moment Correlation o f Overall Intensity o f  Participation and Domain- 
Specific Frequency o f Flow in Both Nonclassroom and Classroom Educational Contexts 
by Ability
Domain Ability Educational Context
Nonclassroom Classroom
n r n r
Social High-ability 46 4 4 5 ** 45 .381**
Gifted 46 469* * 45 .300*
Highly gifted 41 .218 41 .119
Competence High-ability 46 .294* 45 .116
Gifted 46 .322* 45 .267
Highly gifted 41 .349* 41 .354*
Affective High-ability 46 .361* 45 .555**
Gifted 46 .314* 45 .465**
Highly gifted 41 .251 41 .187
Academic High-ability 45 .224 45 .130
Gifted 45 .292 45 .127
Highly gifted 41 .352* 41 .367*
Family High-ability 46 .164 42 .286
Gifted 46 .228 44 .476**
Highly gifted 41 .057 37 .160
Physical High-ability 46 .233 43 . 2 0 1
Gifted 46 .452** 44 451* *
Highly gifted 41 .268 40 .125
R e p ro d u c e d  with perm iss ion  of th e  copyright ow ner.  F u r th e r  reproduction  prohibited without perm iss ion .
Experiences, Self-Concept, and Flow 187
Creative High-ability 46 -.072 44 -.076
Gifted 46 .359* 45 .396**
Highly gifted 39 .334* 39 .231
Spiritual High-ability 46 .401** 43 .315*
Gifted 46 .434** 45 .448**
Highly gifted 41 .435** 39 .431**
* P <  .05.
** g < .01.
Self-Concept and Flow
Overall, the resulting correlations between self-concept and flow were both 
meaningful and significant. They were also larger than they were for the related 
correlations between either experience and self-concept or experience and flow.
Global self-concept and global frequency o f flow. For global self-concept and 
global flow, the correlations were meaningful in both nonclassroom (r = .678; n = 128) 
and classroom (r = .731; n = 122) contexts (see Table 45). These meaningful correlations 
suggest that as frequency o f global flow in either the nonclassroom or classroom 
educational context increased, global self-concept increased.
Table 45
Pearson Product Moment Correlations for Global Self-Concept and Global Frequency of 
Flow in
Monclassroom and Classroom Educational Contexts
Educational Context n r
Nonclassroom 128 .678**
Classroom 1 2 2 .731**
** g < .01.
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In terms o f gender, the correlations were meaningful for both young men and 
young women across educational contexts (see Table 46). This correlation suggests that 
for both young men and young women, as frequency o f  global flow increased, global self- 
concept increased.
Table 46
Pearson Product Moment Correlations for Global Self-Concept and Global Frequency of
Flow in Nonclassroom and Classroom Educational Contexts by Gender
Educational Context
Gender Nonclassroom Classroom
n r n r
Male 38 .773** 37 741* *
Female 90 .636** 85 7 5 4 **
** p <  .01.
In terms o f  ability, correlations were also meaningful in both nonclassroom and 
classroom contexts (see Table 47). This was especially true at the high-ability level in the 
classroom context (r = .812; n = 43).
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Table 47
Pearson Product Moment Correlations for Global Self-Concept and Global Frequency of 
Flow in Nonclassroom and Classroom Educational Contexts by Ability
Educational Context
Ability Nonclassroom Classroom
n r n r
High-Ability 45 .675** 43 .812**
Gifted 44 .667** 44 .624**
Highly Gifted 39 .6 8 8 ** 35 .742**
** p <  .01.
Given that the correlations for global self-concept and global frequency o f flow 
were substantial, further correlational analyses were conducted based on the interaction o f 
gender and ability (see Table 48). In the nonclassroom context, all correlations were 
meaningful. They ranged from r = .345 (n = 26) for the highly gifted young women to r 
= .946 (n = 13) for the highly gifted young men. These correlations suggest, for example, 
that for highly gifted young men, as frequency o f global flow in the nonclassroom 
educational context increased, global self-concept increased. In the classroom context, all 
correlations were also meaningful. They ranged from r = .588 (n = 13) for gifted young 
men to r = .816 (n = 12) for high-ability young men. The largest correlations were at the 
high-ability level for both the young men (r = .816; n = 1 2 ) and the young women (r = 
.802; n = 31). These correlations suggest that for high-ability young men and women, as 
frequency o f  global flow increased, global self-concept increased.
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Table 48
Pearson Product Moment Correlations for Global Self-Concept and Global Frequency o f 
Flow in Nonclassroom and Classroom Educational Contexts by Interaction o f Gender and ■ 
Ability
Gender Ability
Educational Context
Nonclassroom Classroom
n r n r
Male high-ability 1 2 .653* 1 2 .816**
gifted 13 .633* 13 .588**
highly gifted 13 .946** 1 2 .792**
Female high-ability 33 .685** 31 .802**
gifted 31 691** 31 .693**
highly gifted 26 .345 23 .656**
* £  < .05.
** £ <  .01 .
Domain-specific self-concept and domain-specific flow. For domain-specific self- 
concept and domain-specific flow in both the nonclassroom and classroom educational 
contexts, the resulting correlations were all meaningful. The correlational analyses did not 
include the domains o f creative and spiritual flow, which were on the MFS, because 
similar domains o f  self-concept were not part o f the MSCS. Correlations varied across 
domains but were relatively similar in the same domains across contexts (see Table 49).
In the nonclassroom context, the largest correlations were in the domains o f  social (r = 
.670; n = 136) and family (r = .676; n = 134). These correlations suggest that as 
frequencies o f  social and family flow in a nonclassroom educational context increase, 
social and family self-concepts increase respectively. In the classroom context, the largest 
correlations were in the domains o f  social (r = .691; n = 136) and affective (r = .664; n =
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134). These correlations suggest that as frequencies o f social and affective flow in a 
classroom educational context increase, social and affective self-concepts, increase, 
respectively.
Table 49
Pearson Product Moment Correlations for Domain-Specific Self-Concept and Domain- 
Specific Frequency o f Flow in Nonclassroom and Classroom Educational Contexts
Domain Educational Context
Nonclassroom Classroom
n r n r
Social 136 .670** 136 .691**
Competence 136 .325** 136 .385**
Affective 135 .639** 134 .664**
Academic 133 .439** 135 .548**
Family 134 .676** 126 .570**
Physical 135 .442** 131 .472**
** P < .01.
For domain-specific self-concept and domain-specific flow in both nonclassroom 
and classroom educational contexts by gender (see Table 50), all correlations were 
meaningful except for those for young women in the domain o f  competence in the 
nonclassroom context. In the nonclassroom context, the correlations for the young men 
ranged from r = .397 (n = 41) in the competence domain to r = .775 (n = 41) in the social 
domain. These correlations suggest, for example, that for young men, as frequency o f 
social flow in a nonclassroom educational context increased, social self-concept increased. 
For young women, the correlations ranged from r = .288 (n = 95) in the competence 
domain to r = .694 (n = 95) in the family domain. These correlations suggest, for
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example, that for young women, as frequency o f family flow in a nonclassroom 
educational context increased, family self-concept increased.
In the classroom context, correlations for the young men ranged from r = .399 (n = 
37) in the family domain to r = .757 (n = 41) in the social domain. These correlations 
suggest, for example, that for young men, as frequency o f  social flow in a classroom 
educational context increased, social self-concept increased. The correlations for young 
women ranged from r = .366 (n = 95) in the competence domain to r = .715 (n = 94) in the 
affective domain. These correlations suggest, for example, that for young women, as 
frequency o f affective flow in a classroom educational context increased, affective self- 
concept increased.
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Table 50
Pearson Product Moment Correlations for Domain-Specific Self-Concept and Domain- 
Specific Frequency o f  Flow in Nonclassroom and Classroom Educational Contexts bv 
Gender
Domain Gender Educational Context
Nonclassroom Classroom
n r n r
Social Male 41 .775** 41 .757**
Female 95 .610** 95 .662**
Competence Male 41 .397* 41 .435**
Female 95 .288** 95 .366**
Affective Male 41 .759** 40 .618**
Female 94 .547** 94 .715**
Academic Male 39 .471** 40 .611**
Female 94 .452** 95 .534**
Family Male 39 .638** 37 .399*
Female 95 .694** 89 .6 6 6 **
Physical Male 40 .498** 40 .435**
Female 95 .396** 91 .475**
* p < .05.
* * £ < • 01 .
For domain-specific self-concept and domain-specific flow in both nonclassroom 
and classroom educational contexts by ability (see Table 51), all correlations were 
meaningful except for those o f  the gifted participants in the domain o f  competence in both 
contexts. In the nonclassroom context, the correlations for high-ability participants ranged 
from r = .328 (n = 46) in the physical domain to r = .723 (n = 46) in the social domain.
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These correlations suggest, for example, that for high-ability participants, as frequency of 
social flow in a nonclassroom educational context increased, social self-concept increased. 
The correlations for gifted participants ranged from r = .089 (n = 48) in the competence 
domain to r = .616 (n = 47) in the affective domain. These correlations suggest, for 
example, that for gifted participants, as frequency o f  affective flow in a nonclassroom 
educational context increased, affective self-concept increased. The correlations for 
highly gifted participants ranged from r = .402 (n = 41) in the physical domain to r = .695 
(n = 41) in the family domain. These correlations suggest, for example, that for highly 
gifted participants, as frequency o f  family flow in the nonclassroom educational context 
increased, family self-concept increased.
In the classroom context, the correlations for high-ability participants ranged from 
r = .443 (n = 44) in the physical domain to r = .721 (n = 43) in the family domain. These 
correlations suggest, for example, that for high-ability participants, as frequency o f family 
flow in a classroom educational context increased, family self-concept increased. The 
correlations for gifted participants ranged from r = .148 (n = 48) in the competence 
domain to r = . 6 8 6  (n = 48) in the social domain. These correlations suggest, for example, 
that for gifted participants, as frequency o f  social flow in a classroom educational context 
increased, social self-concept increased. The correlations for highly gifted participants 
ranged from r = .342 (n = 42) in the competence domain to r = .776 (n = 42) in the social 
domain. These correlations suggest, for example, that for highly gifted participants, as 
frequency o f social flow in a classroom educational context increased, social self-concept 
increased.
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Table 51
Pearson Product Moment Correlations for Domain-Specific Self-Concept and Domain- 
Specific Frequency o f Flow in Nonclassroom and Classroom Educational Contexts by 
Ability
Domain Ability Educational Context
Nonclassroom Classroom
n r n r
Social High-ability 46 .723** 46 .613**
Gifted 48 .556** 48 .6 8 6 **
Highly gifted 42 .687** 42 .776**
Competence High-ability 46 .372* 46 .599**
Gifted 48 .089 48 .148
Highly gifted 42 .426** 42 .342*
Affective High-ability 46 .690** 46 .679**
Gifted 47 .616** 47 .628**
Highly gifted 42 .594** 41 .665**
Academic High-ability 45 .338* 46 .543**
Gifted 47 .452** 48 4 9 7 **
Highly gifted 41 .526** 41 .601**
Family High-ability 46 .709** 43 72i**
Gifted 47 .600** 46 .487**
Highly gifted 41 .695** 37 .481**
Physical High-ability 46 .328* 44 .443**
Gifted 48 .585** 47 .374**
Highly gifted 41 .402** 40 .636**
* £ <  -05.
* * £ < . 01 .
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Further analyses were conducted for the interaction o f gender and ability in both 
nonclassroom and classroom educational contexts (see Table 52). Many o f  the 
correlations were meaningful. In the nonclassroom context, the largest correlation for 
high-ability young men was in the social domain (r =.799; n = 13). This correlation 
suggests that for high-ability young men, as frequency o f  social flow in a nonclassroom 
educational context increased, social self-concept increased. The largest correlation for 
gifted young men was in the affective domain (r = .814; n = 14). This correlation suggests 
that for gifted young men, as frequency o f  affective flow in a nonclassroom educational 
context increased, affective self-concept increased. For highly gifted young men, the 
largest correlation was in the social domain (r =.876; n = 14). This correlation suggests 
that for highly gifted young men, as frequency o f social flow in a nonclassroom 
educational context increased, social self-concept increased.
For high-ability (r = .684; n = 33), gifted (r = .669; n = 34), and highly gifted (r = 
.6 6 8 ; n = 28) young women, the largest correlation was in the family domain. These 
correlations suggests that for high-ability, gifted, and highly gifted young women, as 
frequency o f family flow in a nonclassroom educational context increased, family self- 
concept increased.
In the classroom context, the largest correlation for high-ability young men was in 
the family domain ( r = .727; n = 12). This correlation suggests that for high-ability young 
men, as frequency o f family flow in a classroom educational context increased, family 
self-concept increased. For gifted young men, the largest correlation was in the social 
domain ( r = .787; n = 14). This correlation suggests that for gifted young men, as 
frequency o f social flow in a classroom educational context increased, social self-concept
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increased. Similarly, highly gifted young men also had the largest correlation in the 
social domain ( r = .849; n = 14). This correlation suggests that for highly gifted young 
men, as frequency o f  social flow in a classroom educational context increased, social self- 
concept increased.
For high-ability ( r = .759; n = 33) and gifted ( r = .707; n = 33) young women, the 
largest correlation was in the affective domain. This correlation suggests that for high- 
ability young women, as frequency o f affective flow in a classroom educational context 
increased, affective self-concept increased. In contrast, the largest correlation for highly 
gifted young women was in the social domain (r = .741; n = 28). This correlation 
suggests that for highly gifted young women, as frequency o f social flow in a classroom 
educational context increased, social self-concept increased.
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Table 52
Pearson Product Moment Correlations for Domain-Specific Self-Concept and Domain- 
Specific Frequency o f  Flow in Nonclassroom and Classroom Educational Contexts by 
Interaction o f  Gender and Ability
Domain Gender Ability Educational Context
Nonclassroom Classroom
n r n r
Social Male high-ability 13 .799** 13 .605*
gifted 14 .627* 14 .787**
highly gifted 14 .876** 14 .849**
Female high-ability 33 .665** 33 .604**
gifted 34 .513** 34 .616**
highly gifted 28 .554** 28 .741**
Competence Male high-ability 13 .365 13 .787**
gifted 14 -.130 14 -.001
highly gifted 13 .699** 14 .432
Female high-ability 33 .364* 33 .506**
gifted 34 .147 34 .229
highly gifted 28 .191 28 .231
Affective Male high-ability 13 .691** 13 .527
gifted 14 .814** 14 .464
highly gifted 14 .793** 13 .728**
Female high-ability 33 .664** 33 .759**
gifted 33 .506** 34 .707**
highly gifted 28 .334 28 .583**
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Academic Male high-ability 12 .173 13 .564*
gifted 14 .341 14 .641*
highly gifted 13 .763* 13 .682*
Female high-ability 33 .365* 33 .522**
gifted 33 .503** 34 .486**
highly gifted 28 .520** 28 .607**
Family Male high-ability 13 .738** 12 .727**
gifted 13 .218 13 .248
highly gifted 13 .734** 12 .260
Female high-ability 33 .684** 31 .700**
gifted 34 .669** 33 .554**
highly gifted 28 .668** 25 .634**
Physical Male high-ability 13 .140 13 .453
gifted 14 .644* 14 .357
highly gifted 13 .731** 13 .879**
Female high-ability 33 .457** 31 .472**
gifted 34 .542** 33 .452**
highly gifted 28 .048 27 .322
* g < .05.
** p < .01.
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Summary o f  Results 
Overall, this study yielded many significant findings regarding the sample o f 
incoming year 2000 William & Mary freshmen in all three areas o f  focus -  experience, 
self-concept, and flow. Each area was considered in terms o f gender and ability. The 
designations for ability were based on combined SAT scores (high-ability: 1030 to 1290; 
gifted: 1300 to 1390; and highly gifted: 1400 to 1530). The results pertaining to the four 
research questions are summarized below.
Question One
• The degree o f  participation in field-based, experiential education (nonclassroom) 
did not vary significantly among precollegiate learners based on variables o f 
gender or ability.
• The degree o f participation in classroom-based education did not vary significantly
among precollegiate learners based on variables o f  gender and ability.
• The overall intensity o f participation in field-based, experiential education
(nonclassroom) did not vary significantly among precollegiate learners based on 
variables o f gender or ability.
• The overall intensity o f  participation in classroom-based education did not vary
significantly among precollegiate learners based on variables o f  gender or ability.
• The ratings for overall intensity o f  participation o f precollegiate learners were
significantly higher for field-based, experiential education (nonclassroom) than for 
classroom-based education. Furthermore, for both young men and young women 
at all levels o f ability (high-ability, gifted, and highly gifted), activities in the
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nonclassroom educational context had a significantly higher positive influence on 
participants than did those in the classroom educational context.
Question Two
• Global self-concept did not vary significantly among precollegiate learners based 
on variables o f gender or ability. The participants’ global self-concept scores did, 
however, vary significantly in terms o f  some o f the interactions o f  gender and 
ability. In particular, gifted young men reported significantly higher global self- 
concept scores than did gifted young women, and highly gifted young men 
reported significantly higher global self-concept scores than did highly gifted 
young women.
• Domain-specific self-concepts did not vary significantly among precollegiate 
learners based on variables o f gender or ability. The participants’ domain-specific 
self-concepts scores did, however, vary significantly between some o f the domains. 
Specifically, participants reported significantly higher competence and academic 
self-concepts than they did social, affective, or physical self-concepts. In addition, 
they reported significantly higher social, affective, and family self-concepts than 
they did physical self-concepts.
Question Three
• The frequency o f global flow did not vary significantly among precollegiate 
learners based on variables o f gender or ability.
• The frequency o f  domain-specific flow varied significantly among precollegiate 
learners in some o f  the domains based on variables o f gender and ability in both 
educational contexts.
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In the field-based, experiential (nonclassroom) educational context, 
participants reported experiencing significantly different frequencies o f 
flow in some o f the domains. They experienced competence flow 
significantly more often than they did social, affective, academic, family, 
physical, or spiritual flow. They also experienced social, affective, 
creative, and spiritual flow significantly more often than they did 
academic, family, or physical flow. In terms o f gender, the young men 
experienced physical flow significantly more often than did the young 
women. Conversely, the young women experienced academic flow 
significantly more often than did the young men. Also, both the high- 
ability and gifted participants experienced spiritual flow more often than 
did the highly gifted participants.
In the classroom-based educational context, participants again reported 
experiencing significantly different frequencies o f flow in some of the 
domains. They experienced competence flow significantly more often than 
they did social, affective, academic, family, physical, creative, or spiritual 
flow. They experienced academic flow significantly more often than they 
did social, family, or physical flow. They experienced social flow 
significantly more often than they did family flow. They experienced 
creative flow significantly more often than they did social, affective, 
academic, family, physical, or spiritual flow. Finally, they experienced 
affective, academic, and spiritual flow significantly more often than they 
did family or physical flow. In terms o f gender, the participants’ frequency
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o f domain-specific flow did not vary significantly. In terms o f ability, 
high-ability participants experienced both family flow and physical flow 
significantly more often than did either the gifted or highly gifted 
participants. The high-ability participants also experienced spiritual flow 
significantly more often than did the highly gifted participants. In addition, 
the high-ability young women experienced family flow significantly more 
often than did either the gifted or highly gifted young women. The high- 
ability young women also experienced physical, spiritual, and affective 
flow significantly more often than did the highly gifted young women. 
Furthermore, high-ability young women experienced affective flow 
significantly more often than did high-ability young men, and highly gifted 
young men experienced physical flow significantly more often then did 
highly gifted young women.
The ratings for frequency o f global flow were significantly higher in field-based, 
experiential (nonclassroom) education than they were in classroom-based 
education. More specifically, in both nonclassroom and classroom educational 
contexts, participants reported experiencing flow in the range o f  sometimes to 
often, with nonclassroom occurrences o f flow happening significantly more often 
than classroom occurrences o f  flow. The ratings for frequency o f  global flow did 
not, however, vary significantly between educational contexts based on variables 
o f gender or ability.
The ratings for frequency o f  domain-specific flow were significantly higher in 
field-based, experiential (nonclassroom) education than they were in classroom-
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based education for many domains o f  flow. Specifically, participants reported 
experiencing social, affective, family, physical, creative, and spiritual flow more 
often in the nonclassroom educational context than in the classroom educational 
context. No significant differences were reported between educational contexts for 
either competence or academic flow. In terms o f gender, no significant differences 
were reported in any o f the domains. In terms o f ability, participants at all levels 
o f  ability reported experiencing family flow significantly more often in the 
nonclassroom educational context than in the classroom educational context. In 
addition, the gifted and highly gifted participants reported experiencing physical 
flow significantly more often in the nonclassroom educational context than in the 
classroom educational context. Furthermore, gifted young men and gifted and 
highly gifted young women reported experiencing physical flow significantly more 
often in the nonclassroom educational context than in the classroom educational 
context.
• Across the domains, activities that reportedly resulted in flow seemed to be those 
that required focused attention and energy to link people, ideas, and actions in a 
meaningful way. Activities that resulted in experiences o f  flow in the social, 
competence, and affective domains often coincided with similar activities in all o f 
the other domains.
Question Four
• There were no meaningful relationships between the degree o f  precollegiate 
participation in either field-based, experiential (nonclassroom) education or 
classroom-based education and global self-concept based on gender or ability.
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There were some meaningful relationships between the overall intensity o f 
precollegiate participation in either field-based, experiential (nonclassroom) 
education or classroom-based education and global self-concept based on gender or 
ability. The correlations suggest the following.
• For both the young men and young women, as nonclassroom overall 
intensity o f participation increased, global self-concept increased. For the 
young women, as classroom overall intensity o f  participation increased, 
global self-concept increased.
• For high-ability participants, as overall intensity o f  participation in 
nonclassroom educational activities increased, global self-concept 
increased. Similarly, for the high-ability participants, as overall intensity of 
participation in classroom educational activities increased, global self- 
concept increased.
There were also some meaningful relationships between the degree o f precollegiate 
participation in either field-based, experiential (nonclassroom) education or 
classroom-based education and domain-specific self-concept based on gender or 
ability. The correlations suggest the following.
• For the young men, as degree o f participation in nonclassroom educational 
activities increased, social self-concept decreased.
• For highly gifted participants, as degree o f participation in nonclassroom 
educational activities increased, social self-concept decreased. This inverse 
relationship between being involved in more nonclassroom educational 
activities and having a lower domain-specific self-concept was also evident
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for the highly gifted participants in the affective domain, but not to the 
same extent.
There were meaningful relationships between the overall intensity o f precollegiate 
participation in either field-based, experiential (nonclassroom) education or 
classroom-based education and domain-specific self-concept based on gender or 
ability. The correlations suggest the following.
• As overall intensity o f participation in either the nonclassroom or 
classroom educational context increased, physical self-concept increased.
• For both young men and young women, as overall intensity o f  participation 
in nonclassroom educational activities increased, physical self-concept 
increased. For young women, as overall intensity o f participation in 
classroom educational activities increased, physical self-concept increased.
• For high-ability participants, as overall intensity o f  participation in 
nonclassroom educational activities increased, physical self-concept 
increased. Interestingly, similar meaningful correlations existed for the 
high-ability participants regarding the social, competence, affective, and 
family domains. For gifted participants, as overall intensity o f  participation 
in nonclassroom educational activities increased, family self-concept 
increased. A similar meaningful correlation existed for the gifted 
participants regarding the physical domain. For high-ability participants, as 
overall intensity o f participation in the classroom educational activities 
increased, physical self-concept increased. Similar meaningful correlations 
existed regarding the social, competence, affective, and family domains.
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There were meaningful relationships between the degree o f precollegiate 
participation in field-based, experiential (nonclassroom) education or classroom- 
based education and global frequency o f flow based on gender and ability. The 
correlations suggest the following.
• For young men, as degree o f participation in nonclassroom educational 
activities increased, frequencies o f  global flow increased.
• For gifted participants, as degree o f participation in nonclassroom 
educational activities increased, frequencies o f global flow increased.
There were meaningful relationships between the overall intensity o f precollegiate 
participation in field-based, experiential (nonclassroom) education or classroom- 
based education and global frequency o f flow based on gender and ability. The 
correlations suggest the following.
• As overall intensity o f participation in either the nonclassroom or 
classroom educational context increased, frequencies o f  global flow 
increased. The correlations were higher than the related correlations found 
for self-concept. They were also higher than the related correlations for 
degree o f participation.
• For both the young men and young women, as overall intensity o f 
participation in the nonclassroom educational context increased, 
frequencies o f global flow increased. Again, for both young men and 
young women, as overall intensity o f  participation in the classroom 
educational context increased, frequencies o f  global flow increased.
• For all ability levels, as overall intensity o f  participation in the
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nonclassroom educational context increased, frequencies o f global flow 
increased. For the high-ability and gifted participants, as overall intensity 
o f  participation in classroom educational activities increased, frequencies of 
global flow increased.
There were meaningful relationships between the degree o f precollegiate 
participation in field-based, experiential (nonclassroom) education or classroom- 
based education and domain-specific frequency o f flow based on gender and 
ability. The correlations suggest the following.
• For the young men, as degree o f  participation in nonclassroom educational 
activities increased, frequency o f social flow decreased.
• For gifted participants, as degree o f participation in nonclassroom 
educational activities increased, frequency o f family flow increased. A 
similar meaningful correlation also existed for the gifted in the domain of 
spiritual flow. For highly gifted participants, as degree o f participation in 
nonclassroom educational activities increased, frequency o f creative flow 
decreased and frequency o f spiritual flow increased.
There were meaningful relationships between the overall intensity o f precollegiate 
participation in field-based, experiential (nonclassroom) education or classroom- 
based education and domain-specific frequency o f  flow based on gender and 
ability. The correlations suggest the following.
• As overall intensity o f participation in classroom educational activities 
increased, frequency o f affective flow increased.
• For young men, as overall intensity o f  participation in nonclassroom
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educational activities increased, frequency o f affective flow increased. 
Similar meaningful correlations existed for young men in the social and 
spiritual domains o f flow. For young women, as overall intensity o f 
participation in nonclassroom activities increased, frequency o f spiritual 
flow increased. Similar meaningful correlations existed for young women 
in the social, competence, affective, academic), and physical domains of 
flow.
For young men, as overall intensity o f participation in classroom 
educational activities increased, frequency o f  spiritual flow increased. For 
young women, as overall intensity o f participation in classroom activities 
increased, frequency o f  affective flow increased. Similar meaningful 
correlations existed for young women in the social, competence, family, 
physical, and spiritual domains o f flow.
For high-ability participants, as overall intensity o f participation in 
nonclassroom educational activities increased, frequency o f  social flow 
increased. Similar meaningful correlations also existed for high-ability 
participants in the affective and spiritual domains o f  flow. For gifted 
participants, as overall intensity o f participation in nonclassroom 
educational activities increased, frequency o f  social flow increased. 
Similar meaningful correlations existed for gifted participants in the 
competence, affective, physical, creative, and spiritual domains o f flow. 
For highly gifted participants, as overall intensity o f participation in 
nonclassroom educational activities increased, frequency o f  spiritual flow
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increased. Similar meaningful correlations existed for the highly gifted in 
the competence, academic, and creative domains o f flow.
• For high-ability participants, as overall intensity o f  participation in 
classroom educational activities increased, frequency o f affective flow 
increased. Similar meaningful correlations existed for the high-ability 
participants in the social and spiritual domains o f  flow. For gifted 
participants, as overall intensity o f participation in classroom educational 
activities increased, frequency o f  family flow increased. Similar 
meaningful correlations existed for the gifted participants in the social, 
affective, physical, creative, and spiritual domains o f  flow. For highly 
gifted participants, as overall intensity o f  participation in classroom 
educational activities increased, frequency o f  spiritual flow increased. 
Similar meaningful correlations existed for the highly gifted participants in 
the competence and academic domains o f  flow.
There were meaningful relationships between global self-concept and global
frequency o f  flow in either the field-based, experiential (nonclassroom) educational
context or the classroom-based educational context based on gender and ability.
The correlations suggest the following.
• As frequency of global flow (in either o f  the educational contexts) 
increased, global self-concept increased by gender and ability.
• In the nonclassroom context, all correlations were meaningful. These 
correlations suggest, for example, that for highly gifted young men, as 
frequency o f global flow in the nonclassroom educational context
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increased, global self-concept increased.
• In the classroom context, all correlations were also meaningful. These 
correlations suggest, for example, that for high-ability young men and 
women, as frequency o f  global flow increased, global self-concept 
increased.
There were meaningful relationships between domain-specific self-concept and 
domain-specific frequency o f  flow in either the field-based, experiential 
(nonclassroom) educational context or the classroom-based educational context 
based on gender and ability. The correlational analyses did not include the 
domains o f creative and spiritual flow, which were on the MFS, because similar 
domains o f self-concept were not part o f  the MSCS. Correlations varied across 
domains but were relatively similar in the same domains across contexts. The 
correlations suggest the following.
• In the nonclassroom context, all o f the resulting correlations were 
meaningful. For example, as frequencies o f social and family flow in a 
nonclassroom educational context increased, social and family self- 
concepts increased, respectively.
• In the classroom context, all o f the resulting correlations were also 
meaningful. For example, as frequencies o f  social and affective flow in a 
classroom educational context increased, social and affective self-concepts 
increased, respectively.
• For domain-specific self-concept and domain-specific flow in both 
nonclassroom and classroom educational contexts by gender, all
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correlations were meaningful except for young women in the domain o f 
competence in the nonclassroom context. In the nonclassroom context, for 
example, for young men, as frequency o f  social flow in a nonclassroom 
educational context increased, social self-concept increased. For young 
women, for example, as frequency o f family flow in a nonclassroom 
educational context increased, family self-concept increased.
In the classroom context, for young men, for example, as frequency of 
social flow in a classroom educational context increased, social self- 
concept increased. For young women, for example, as frequency of 
affective flow in a classroom educational context increased, affective self- 
concept increased.
For domain-specific self-concept and domain-specific flow in both 
nonclassroom and classroom educational contexts by ability, all 
correlations were meaningful except for the gifted participants in the 
domain o f competence in both contexts. In the nonclassroom context, for 
example, for high-ability participants, as frequency o f  social flow in a 
nonclassroom educational context increased, social self-concept increased. 
For the gifted participants, for example, as frequency o f affective flow in a 
nonclassroom educational context increased, affective self-concept 
increased. For the highly gifted participants, for example, as frequency o f 
family flow in the nonclassroom educational context increased, family self- 
concept increased.
In the classroom context, for example, for high-ability as frequency o f
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family flow in a classroom educational context increased, family self- 
concept increased. For gifted participants, for example, as frequency of 
social flow in a classroom educational context increased, social self- 
concept increased. For highly gifted participants, for example, as 
frequency o f social flow in a classroom educational context increased, 
social self-concept increased.
For the interaction o f gender and ability in both nonclassroom and 
classroom educational contexts, most o f the correlations were meaningful. 
In the nonclassroom context, for example, for high-ability young men, as 
frequency o f social flow in a nonclassroom educational context increased, 
social self-concept increased. For gifted young men, for example, as 
frequency o f affective flow in a nonclassroom educational context 
increased, affective self-concept increased. For highly gifted young men, 
for example, as frequency of social flow in a nonclassroom educational 
context increased, social concept increased. For high-ability, gifted, and 
highly gifted young women, for example, as frequency o f family flow in a 
nonclassroom educational context increased, family self-concept increased. 
In the classroom context, for high-ability young men, for example, as 
frequency o f family flow in a classroom educational context increased, 
family self-concept increased. For gifted young men, for example, as 
frequency o f social flow in a classroom educational context increased, 
social self-concept increased. Similarly, highly gifted young men, for 
example, as frequency o f social flow in a classroom educational context
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increased, social self-concept increased. For high-ability and gifted young 
women, for example, as frequency o f  affective flow in a classroom 
educational context increased, affective self-concept increased. For highly 
gifted young women, for example, as frequency o f social flow in a 
classroom educational context increased, social self-concept increased.
Conclusions
Given the numerous instances in which the analyses revealed statistically 
significant and/or meaningful results, a thoughtful interpretation o f the overall findings is 
important. The following chapter delves deeper into the meaningfulness o f the findings 
regarding each o f the research questions.
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Chapter 5: Discussion, Conclusions, and Implications 
Discussion
The results o f this study contribute in many respects to the current body o f 
knowledge on educational experiences, self-concept, and flow. In many instances, the 
findings are consistent with or supportive o f related research literature. In other areas, 
however, they are different. The study results also offer new insights into previously 
uncharted areas. In the context of this chapter, the term “high-ability learners” was used 
as an umbrella term to describe the high-ability, gifted, and highly gifted sample 
employed in this study.
Educational Experiences
The finding that educational activities in a field-based, experiential 
(nonclassroom) context had a more powerful positive influence on the sample o f 
precollegiate learners than did educational activities in a classroom context supports the 
literature on the value o f various forms o f experiential education for high-ability 
secondary learners (Bogner, 1981; Caston, 1982; Alton, 1982, Robbins, 1997). Given 
that no significant differences related to either degree or intensity o f participation (in 
either the nonclassroom or classroom educational context) were found between genders 
or within the sample, it is reasonable to suggest that these findings regarding educational 
experiences would apply to similar precollegiate learners o f both genders and across 
high-ability, gifted, and highly gifted levels o f ability.
215
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It is particularly interesting that the only categories of educational activities rated 
as having a “moderate to strong influence” were Community Service/Volunteer Work 
and Religiously Based Activity. Both o f these categories were listed under the 
nonclassroom educational context. The positive influence o f educational activities in 
these nonclassroom contexts supports the belief that community service/volunteer 
programs (Boal, 2001) and spiritually based programs (Baer & Carper, 1998/1999; 
Kessler, 1998/1999; Palmer, 1983; Sherer, 1998/1999) are valuable at both an individual 
and societal level. The need for such positive influences is evidenced by the programs’ 
emphasizing values and character education that are being developed and used in schools 
(Kidder & Bom, 1998/1999). In addition, over 90% of the study participants had been 
involved in Community Service/Volunteer Work activities, making this category o f 
educational activity a particularly valuable mode through which to promote the growth of 
a variety o f skills and understandings in many learners. When sponsored by schools, 
community service or volunteer work is often called service learning, which is one form 
o f experiential learning, in particular, that has been cited as benefitting students in a 
myriad o f ways (Boss, 1994; Furco, 1997; Marcus, Howard, & King, 1993; Meyers- 
Lipton, 1994). In particular, growth has been observed in
personal and social responsibility, self-esteem and self-efficacy, kindness to 
fellow students, trustworthiness, cooperation with adults, empathy, awareness o f 
cultural differences, awareness o f community needs, sense o f civic responsibility, 
rate o f voting as adults, participation in community organizations, feeling o f 
making a difference, scores on state tests o f basic skills, GPA scores, class 
attendance, problem-solving skills, career skills, respect toward teachers,
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connectedness to school. (Boal, 2001, p. 6)
Many o f  these areas relate to the 16 aspects o f growth rated in the Experience Survey. In 
particular, “personal and social responsibility,” “sense o f  civic responsibility,” 
“participation in community organizations,” “feeling o f  making a difference,” and “career 
skills” seem most closely related to the survey.
The finding that students experience a significantly higher intensity o f 
participation in nonclassroom educational activities, most notably through community 
service, aligns well with the comments o f Dr. Elaine Ikeda (former UCLA Service- 
Learning Clearinghouse Project Director).
Service learning is the antidote to the growing amount o f  academic 
disengagement. But when students do engage in service-learning, we see a lot of 
connections between their confidence levels and their own leadership skills. It 
becomes personal to them. It helps them realize this is a part o f  real life. They 
understand they can take this knowledge and put it to use in society. Not only do 
they become empowered to change something, but they also recognize they have 
certain skills and abilities that do not come out in the classroom.
(Boal, 2001, p. 6)
In addition, research has shown that “those who volunteered frequently in high school 
were more than twice as likely to devote at least some time to volunteer/community 
service work nine years later than those who did no volunteer work during high school 
(64% versus 30%)” (Astin, 1999, as cited in Boal, 2001, p. 6).
It is also noteworthy that the categories o f educational activities rated at the higher 
end o f  the range “minimal to moderate influence” were all in the nonclassroom context,
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except for the category o f Other, which was in both contexts. These activities included 
involvement in clubs, jobs, performing or creative arts, sports teams, student government, 
Scouts, and travel. Given that activities such as clubs, performing or creative arts, sports 
teams, and student government are often school-based and that participation in these 
activities ranged from 36% for student government to 94% for clubs, these data support 
the belief that a school’s inclusion o f  activities such as performing and creative arts 
(Eisner, 1985; Fiske, 2000; Mann, 1998; Rasmussen, 1998) and sports (Rasmussen, 
1999/2000) is important to the positive development o f precollegiate learners. These 
findings also support the research showing that “academic achievement is not as highly 
correlated with future leadership as extracurricular experience” (Karnes & Bean, 1990, as 
cited in Roach, et al., 1999).
To gain a clearer understanding o f the findings, it is important, however, to look 
closely at the 16 aspects o f growth that were rated in the Experience Survey and to 
consider to what degree they align with the purposes behind various educational activities 
both in and out o f  the classroom. Many educational activities, for example, are aimed at 
promoting effective social skills, promoting responsibility, increasing knowledge, 
enhancing creativity, fostering initiative, promoting good citizenship and care o f the 
environment, and increasing understanding o f  particular jobs and careers.
Self-Concept
Given that the literature on the self-concept o f high-ability learners is based on the 
use o f  different instruments and analysis o f demographically different populations (Lewis 
& Knight, 2000), it is difficult to compare the findings o f this study with it. Furthermore, 
previous findings have been inconsistent in terms o f  self-concept among the gifted
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population and in comparisons o f self-concept between gifted and nongifted learners 
(VanTassel-Baska, 1993).
Similar to the work o f Schneider, Clegg, Byrne, Ledingham, & Combie (1989), 
which found that gifted boys scored significantly higher than gifted girls on 
measurements o f  global self-concept, both gifted and highly gifted young men in this 
study reported higher global self-concept scores than did gifted and highly gifted young 
women, respectively. In terms o f ability, there were no significant differences in global 
self-concept, which is consistent with the findings o f Ketcham and Snyder (1977), whose 
study focused on self-concept scores within populations o f  gifted learners.
Also, the finding that these learners often reported mean scores that were 
significantly higher than the average scores o f the normative sample reported on the 
MSCS was consistent with some findings yet inconsistent with others (VanTassel-Baska, 
1993). Although the higher means did not occur in the global self-concept scores, they 
did occur in the domains o f competence, academic, and family self-concept for both 
genders and at all ability levels. The higher competence and academic scores make 
sense, given that the sample was comprised o f learners with a record o f  high 
achievement. There is, however, some confusion in the literature regarding the 
relationship o f  achievement and self-concept, especially as related to the highly gifted 
(VanTassel-Baska, 1993). There is evidence that “academic self-concept is both 
multidimensionally and hierarchically structured” (Byrne, 1996, p. 310) and therefore 
more complex than previously thought. According to Byme (1996), even though self- 
concept and academic achievement have been shown to be substantially correlated,
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“this association is logically stronger when a specific facet o f academic self-concept, 
rather than a global academic self-concept is considered” (p. 310).
In addition, the gifted participants (versus high-ability and highly gifted groups) 
reported significantly higher mean affective self-concept scores than the average o f the 
normative sample. It is possible that this particular group o f learners received more 
consistent positive feedback regarding affective aspects o f self-concept or perhaps their 
overall needs were better met by their particular environment (Harter, 1999).
Also, the young women’s and the highly gifted group’s mean physical self- 
concept scores were significantly lower than the mean scores o f the normative sample, 
which aligns with the report o f some evidence “that highly gifted learners and gifted girls 
may have less positive self-esteem than other gifted students” (VanTassel-Baska, 1993, p. 
314). In terms o f the young women, in particular, this finding is consistent with research 
o f  gifted children (Schneider et al., 1989) and complements some o f the research using 
the Piers-Harris on a wider range o f girls and young women (grades 3 through 12) from a 
variety o f backgrounds and ability levels (Lewis & Knight, 2000).
In contrast to previous findings, the participants’ domain-specific self-concept 
scores varied significantly. Although this finding is inconsistent with the results from 
the normative sample o f the MSCS (Bracken, 1992), it seems logical. Given that this 
sample o f incoming freshmen had achieved at high levels in terms o f school success, it 
stands to reason that they would report significantly higher competence and academic 
self-concept scores than they did social, affective, and physical self-concept scores. 
Reporting lower social, affective, and physical self-concept scores also seems reasonable 
because the participants were still at the stage o f  adolescence and in the midst o f trying to
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figure out who they are and who they want to become, both in the context o f themselves 
and others (Harter, 1999). The issues o f  adolescence, in particular, the focus on physical 
appearance, may also account for their significantly lower physical self-concept scores 
than social, affective, and family self-concept scores.
The lack o f  a significant interaction effect for domain-specific self-concept in 
terms o f  gender or ability is also inconsistent with some o f the literature, which finds 
differences by gender (Lewis & Knight, 2000). These findings, do, however, coincide 
with the lack o f  any significant interaction effects in terms o f gender or ability for the 
degree and intensity o f  participation in educational experiences and for global flow in 
both the nonclassroom and classroom educational contexts. Perhaps the previously found 
differences between genders are actually differences associated with intensity o f 
participation and/or flow rather than gender and can be accounted for by the shared 
variance between them (self-concept and intensity o f participation and/or self-concept 
and flow).
These findings are also inconsistent with the results o f  some o f the previous 
studies that suggest “global scores mask meaningful differences in self-concept between 
males and females” (Lewis & Knight, 2000, p. 52). This may be attributable to the 
variation in the populations studied. There is additional difficulty in interpreting the 
differences between studies because the different instruments measure different, although 
related, domains.
Flow
Participants’ descriptions o f their experiences o f  academic flow (e.g., “...I was 
involved in the study sessions and I enjoyed reviewing with others,” and “preparing for
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and taking the test were a great challenge”) fit with Nakamura’s (1988) view that for 
high-achievers, studying can be a flow activity. Similarly, the participants’ descriptions 
support the research showing that the activities producing flow vary in content 
(Csikszentmihalyi & Csikszentmihalyi, 1988), ranging from engaging in the writing 
process (Bell, 1995) to involvement in arts and hobbies (Massimini & Carli, 1988) and 
physical activities (Csikszentmihalyi, 1975).
In some respects, as a result o f  exploring eight domains o f flow, the findings 
expand the types o f  activities specifically identified as producing flow. For example, 
students identified such flow-producing activities as being “ involved in a deep religious 
argument/discussion,” “mentoring sixth graders,” “organizing a stream clean-up,” 
“step[ping] into a leadership role and tak[ing] responsibility for the team,” “leading a 
retreat,” “getting involved with a new girlfriend,” “planning family vacations,” “helping 
my mother recover from an illness,” “counseling family members,” “thinking up 
solutions to everyday problems,” “doing live stations o f the cross,” and “moving into the 
dorms.” Many o f these activities occurred beyond the classroom context. Interestingly, 
the reports o f  various leadership activities as producing flow complements the research 
on leadership giftedness that recommends providing youth with opportunities to work in 
activities based in the community that involve “roles, rules, and risks” so they can 
experience “how leadership happens” (Roach, et al., 1999, pp. 15 and 23).
The finding that there were no significant differences in the frequency o f global 
flow by gender or ability complements the research showing that flow “crosses culture, 
age, gender, and socioeconomic status” (Csikszentmihalyi & Csikszentmihalyi, 1988).
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Global flow occurred significantly more often in the nonclassroom educational 
context than in the classroom educational context, regardless o f gender or ability. This 
finding seems reasonable because one often has more choices regarding which activities 
to get involved in beyond the classroom context, and he or she can more easily choose 
activities that appeal to a sense o f interest and are at an appropriate level o f challenge.
Also, participants reported experiencing competence flow in both the 
nonclassroom and classroom educational contexts significantly more often than all other 
domains o f  flow, except for creative flow in the nonclassroom context. This makes sense 
given that all o f the study participants had achieved at high levels. It also aligns with the 
findings regarding the role o f competence in developing self-concept (Yamamoto, 1993). 
In addition, participants’ competence and creative flow scores fell in the range of 
experiencing flow often to almost always. This complements the research showing that 
flow is often experienced by individuals pursuing an area o f talent (Csikszentmihalyi, 
Rathunde, & Whalen, 1993). It also supports the research on highly creative people 
describing their creative activity as flow (Csikszentmihalyi, 1975; Getzels & 
Csikszentmihalyi, 1976; Klein, 1990).
Relationships Between Educational Experiences. Self-Concept, and Flow
The positive correlations (a) between intensity o f participation in the 
nonclassroom educational context and global self-concept (for both young men and 
young women) and many domains o f  self-concept and (b) between intensity of 
participation in the nonclassroom educational context and global flow (for young men 
and young women at all levels o f  ability) and many domains o f flow complement the 
view that nonclassroom experiences such as sendee learning offer many benefits to
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participants (Boal, 2000). The positive correlation between frequency o f  global flow and 
global self-concept (for young men and women at all ability levels) and between all 
domains o f  both flow and self-concept supports previous research (Wells, 1988; LeFevre, 
1988). Together, these findings complement Csikszentmihalyi’s (1990) explanation of 
how individuals grow, i.e., when they find experiences so involving and enjoyable that 
they become intrinsically motivated to seek out other experiences that will also stretch 
them to the edge o f their abilities.
For young men, degree o f participation in nonclassroom educational activities is 
negatively correlated with both social self-concept and social flow. This may be the 
result o f  being overextended and not having the opportunity for deep involvements with 
people. The finding that degree o f participation did not correlate meaningfully with 
increases in self-concept also echoes the findings o f previous research (McEachron- 
Hirsch & Ward, 1993)
Also, given that the young women reported lower mean physical self-concept 
scores than that o f  the normative sample, it is important to note that as overall intensity of 
participation in nonclassroom or classroom educational activities increased, young 
women’s physical self-concept and frequency o f physical flow increased. These findings 
complement the literature stating the value o f participation in athletics and dance and the 
importance o f physical education classes (Rasmussen, 1999/2000) and aligns with the 
previously noted findings from the Experience Survey regarding the types o f educational 
activities, such as sports, that were rated at the higher end o f the range o f  minimal to 
moderate influence.
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Another interesting finding is the positive relationship between overall intensity 
o f  participation in nonclassroom and classroom educational activities and spiritual flow 
(for young men and young women at all levels o f  ability), especially because religiously 
based activities were reported as having a moderate to strong influence on participants. 
Conceptual Model: Optimal Learning Feedback Loop
A conceptual model was developed based on a synthesis o f  the findings from this 
study in conjunction with the literature on experiences, self-concept, and flow. The 
model, called the Optimal Learning Feedback Loop (see Figure 11), represents a process 
suggested by this study that promotes continual learning and growth. It reflects the 
interplay among the individual learner, the types o f  his or her experiences, and the 
qualities o f those experiences in different learning environments.
The dynamic nature o f  the model is evident in the relationships between and 
among its parts: the learner, the environment, the outcomes o f the interaction, and the 
growth o f the learner. The individual learner has both static and dynamic qualities. He or 
she cannot change intellectual level, past experiences, ethnicity, or personality traits. In 
contrast, an individual can change or grow in terms o f  present and future experiences, 
skill level, interests, and self-concept.
The learning environment is divided into the nonclassroom and classroom 
educational contexts for both intensity o f  participation and frequency o f  flow. Intensity 
o f participation represents the amount o f  positive influence that participation in different 
educational activities has on an individual (intensity o f  influence divided by degree o f 
participation). The study demonstrated that involvement in community service/volunteer 
work and religiously based activities in a nonclassroom educational context led to greater
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perceived positive benefits than did other educational activities in either the 
nonclassroom or classroom context. Frequency o f  flow represents how often flow is 
experienced in eight different domains (social, competence, affective, academic, family, 
physical, creative, and spiritual). The findings showed that flow was reported as 
occurring most frequently in the domains o f competence, creative, affective, and social in 
the nonclassroom educational context and in the domains o f  competence and creative in 
the classroom educational context. The arrows between intensity o f participation and 
frequency o f flow represent the meaningful positive correlations that were found between 
them, which could indicate dual directionality. All categories related to the nonclassroom 
context are depicted as larger than those for the classroom context because they were 
found to be significantly greater.
It is the combination o f the experiences within the learning environment that leads 
to various outcomes. These outcomes include enjoyment o f  life, creative productivity, 
enhanced motivation, and the desire and pursuit o f  lifelong learning. They, in turn, 
promote growth in the learner in terms o f experiences, skill levels, interests, and aspects 
o f  self-concept (social, competence, affective, academic, family, and physical; which 
might be expanded to include creative and spiritual).
The Optimal Learning Feedback Loop, in essence, represents a continual 
movement toward increasing positive complexity, similar to Csikszentmihalyi’s (1993) 
description o f  the “evolving self.” For example, a learner who is on a sports team may 
have rated his or her involvement in basketball as having a moderate positive influence 
on him or her (e.g., in terms o f increasing initiative, responsibility, social skills, etc.).
This same learner may also report often experiencing physical flow and sometimes
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experiencing social flow while being involved with the basketball team. Such an 
experience could lead to enhanced motivation to pursue similarly enjoyable and 
beneficial activities in the future. In addition, this could lead to increased social and 
physical self-concepts, increased dribbling and teamwork skills, trying out for a more 
advanced level o f competition and attempting other athletic and social activities. Such 
learning and involvement could, in turn, lead to more experiences o f  flow and, 
subsequently, an ongoing movement toward positive growth.
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Conclusions
Overall, this study focuses attention on the learning environment as a whole and 
not just the context o f  the traditional classroom. Most notably stand the findings on both 
intensity o f participation and frequency o f flow regarding the significant differences 
between the nonclassroom and classroom educational contexts. The nonclassroom 
context consistently yielded significantly higher intensities o f  participation and 
frequencies o f flow across genders and abilities. Also o f  particular interest was the 
finding that the young m en’s global self-concept scores significantly increased as their 
ability level increased (except at the highly gifted level), whereas the young women’s 
global self-concept scores significantly decreased as their ability level increased.
Finally, the meaningful correlations found between intensity o f  participation and self- 
concept, between intensity o f participation and frequency o f  flow, and between frequency 
of flow and self-concept further the understanding o f the complex interplay of these 
variables. These findings complement previous research (Csikszentmihalyi, 1990; Furco, 
1997; Karnes & Bean, 1990; Wells, 1988) and expand the discussion regarding (a) the 
personal and societal benefits o f community service work and religiously based activities, 
(b) the experience o f  flow as a result o f participating in leadership activities, building and 
nurturing relationships, taking family vacations, going on mission trips, and attending 
religious services and (c) the experience o f  flow in eight particular domains of life. 
Moreover, the findings contribute to a deeper understanding o f  the possible influence o f 
particular types o f  educational experiences and the quality o f those experiences on 
aspects o f  self-concept.
R e p ro d u c e d  with p erm iss ion  of th e  copyright ow ner.  F u r the r  reproduction  prohibited without perm iss ion .
Experiences, Self-Concept, and Flow 230
Implications for Future Research 
The results o f  this study point to many avenues o f further research on educational 
experiences, self-concept, and flow. Given that, in many instances, no significant 
differences were found in terms of either gender or ability, it would be useful to conduct a 
similar study with comparison groups including learners o f both genders with average 
and below average intellectual abilities. It would also be important to include those o f all 
ability levels who come from low socioeconomic status and minority groups. The results 
from such a study would provide a deeper understanding o f how particular educational 
activities benefit learners o f all ability levels and backgrounds, allowing for improved 
program offerings and differentiation to better meet the needs o f individual learners.
Another valuable study would be a follow-up o f  the same sample in their senior 
year o f college and later in life. For greater depth o f understanding, it may be useful to 
gather additional demographic information from study participants. This would allow 
one to gain more insight into areas that might influence a person’s experiences, self- 
concept, or flow. This information would include, for example, whether one’s parents are 
divorced; whether one comes from a rural, suburban, or an urban area; the number o f 
siblings one has; and where one fits in the birth order. It would continue to be important 
to determine the relationships that exist and to look at these in the context o f relationships 
to other relevant variables. It would be valuable to determine, for example, whether and 
how the relative benefits o f specific educational activities change as the learners reach 
different levels o f  maturity. Such information would inform the decisions regarding 
program offerings to learners undergoing periods o f transition. It would also allow for 
improved alignment with high school programs.
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Educational Experiences
In the area o f  educational experience, future research is needed on the influence of 
specific types o f  educational activities. Specifically, it would be valuable to consider 
each o f the 16 areas o f  growth that were rated on the Experience Survey and identify 
which areas o f growth a particular activity influenced the most. This would be especially 
important in terms o f  the nonclassroom educational activities because they had the 
strongest influence. This knowledge would be useful in choosing which educational 
activities would work best toward a particular program’s learning objectives. In a related 
vein, it might also be useful to add other areas o f  growth to the Experience Survey, such 
as “problem-solving” and/or “ improved understanding and use o f technology,” as 
appropriate.
Exploration aimed at improving teaching and learning might be best undertaken 
through a qualitative research approach aimed at closer examination o f the educational 
activities in both the nonclassroom and classroom contexts. Specifically, it would be 
valuable to identify which aspects o f  various activities led to particular areas o f growth. 
Such information would have relevance for programming. This knowledge would enable 
teachers to stress certain components o f  an activity in order to promote a particular area 
o f growth. Also, by identifying which components o f a particular activity are most 
effective in promoting growth, one could then look for patterns across activities. In other 
words, the relevant features common to many activities could be identified and used to 
develop new educational initiatives and inform program goals and objectives. It would 
be interesting, for example, to determine whether deliberate time for reflection is a 
common component o f  community service and religiously based experiences.
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Self-Concept
Further research in the area o f self-concept is needed on high-ability learners in 
order to reach more consistent conclusions and build a more solid foundation on which 
to base decisions aimed at meeting their needs. It would be especially valuable to have 
additional studies that utilize instruments that delve into the domains o f self-concept, 
such as the MSCS. Furthermore, the addition o f creative and spiritual (or possibly 
wisdom) domains o f self-concept would be useful in probing the construct more deeply. 
Flow
To further the research on flow, additional use o f the MFS and deeper exploration 
o f the domains o f flow are needed. In addition, more qualitative examination o f the 
activities described as leading to flow and the particular aspects o f these activities would 
be valuable. Such information could inform decisions regarding structuring programs 
and activities for high-ability learners.
Implications for Practice
With regard to planning educational programs for high-ability learners, this study 
has important implications for practice. It is important to note that, although the findings 
do not in any way discount the value o f classroom-based educational experiences for 
precollegiate high-ability learners, they do encourage the scrutiny o f  particular teaching 
objectives and o f the approaches to learning being used, specifically the use o f  field- 
based experiential learning. These nonclassroom-based approaches are currently 
underutilized when working with these students, as evidenced by the sample 
demographics on program participation.
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The findings invite further exploration and sharing o f  experiential learning 
activities that occur in a nonclassroom context and further examination o f the 
appropriateness o f integrating some o f these activities into the teaching and learning that 
have traditionally been based in the classroom. For example, doing hands-on 
demonstrations and activities (Bottge, 2001) and bringing experts into the classroom to 
share their knowledge and experiences, especially in the form o f writers, artists, or 
scientists in residence, can provide powerful motivational and learning experiences for 
students. Also, certain components o f  service learning (e.g., preparation, activity, and 
reflection) may transfer well into various aspects o f classroom-based courses. For 
example, the study o f Brian’s Song or literature on the nuclear fallout from the bombings 
o f Hiroshima and Nagasaki, such as Hersey’s Hiroshima, could lend themselves to 
exploring the experiences o f cancer and planning, carrying out, and reflecting on an 
activity that would help cancer victims in some way (e.g., decorating baseball caps and 
donating them to a camp for young children with cancer who have lost their hair from 
chemotherapy treatments). Utilizing experiential learning approaches could also involve 
reintroducing activities such as meaningfully appropriate field trips in instances where 
they have been eliminated due to budget cuts.
Studies o f  giftedness have shown (Dowdall & Colangelo, 1982; Terman & Oden, 
1959) and theories o f  talent development have supported (Foster, 1983; Gagne, 1995; 
Robinson & Robinson, 1982) the finding that high intellectual potential does not 
guarantee great achievement or well-being. According to Hoekman, McCormick, and 
Gross, (1999), the goal should be to work toward “intrinsic motivation for all students, 
including the gifted,” based on “evidence that children with higher academic intrinsic
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motivation function more effectively in school, with higher achievement, better 
perceptions o f competence, and lower academic anxiety” (Alexander & Knight, 1993 and 
Gottfried & Gottfried, 1996, as cited in Hoekman, McCormick, & Gross, 1999, p. 170). 
Instead o f  relegating able learners to purely classroom-based academic pursuits and 
assuming that they can “ fend for themselves,” educators, parents, and counselors need to 
encourage and provide for student participation in educational activities beyond those in 
the classroom. In particular, this would involve offering learners a wide variety o f 
extracurricular choices to accommodate their individual interests and providing the means 
for participation (e.g., in terms o f equipment or transportation) for those who do not have 
access to the necessary resources. The findings suggest that it would be especially 
valuable to include a community service/volunteer component in the requirements o f  the 
school curricula, such as that required by the International Baccalaureate Program, as 
well as opportunities for participation in appropriate spiritually or religiously based 
activities. It would also be important to have times in the school day and in the school 
year that allow for flexible programming to accommodate opportunities for student 
employment, travel, internships, mentorships, volunteer work, and religious activities.
It is reasonable to suggest that the findings may be used to gain insight into the 
relative value o f  a particular educational activity, or an aspect thereof, if  the objectives of 
the activity are similar to the areas o f  growth that were rated in the Experience Survey 
and if  the learners have a similar demographic profile o f the study participants. 
Furthermore, these findings could be used as a guide to educators designing programs. If 
the program objectives are similar to the 16 areas o f  growth, then it would make sense to 
include the activities that had the strongest influence on those areas.
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Given the lack o f connectedness and low self-esteem found among students in 
many schools (Cohen, 1999), one cannot underestimate the importance o f the findings 
regarding the domains o f  self-concept. The positive relationships found between 
intensity o f participation and flow and between flow and self-concept, suggest that it 
would make sense to provide students with appropriately challenging opportunities in all 
educational contexts, with special attention given to the nonclassroom educational 
context. Literature on motivation concurs: “One of the most powerful tools for 
engaging intrinsic interest and nurturing achievement motivation is the placement of 
students into appropriately challenging and supportive learning contexts” (Dweck & 
Elliot, 1983, as cited in Hoekman, McCormick, & Gross, 1999, p. 172).
In addition, the fact that the competence domain o f self-concept was reported as 
significantly higher than all other domains identifies it as an area o f strength for high- 
ability learners. The positive correlation o f domain-specific flow and self-concept would 
suggest that learners gain a sense o f competence when they are deeply engaged in 
interesting and appropriately challenging activities in which they experience true 
accomplishments. This supports the literature on the value o f actual accomplishment 
regarding perceptions o f  competence (Yamamoto, 1993). These findings may be relevant 
to learners at all levels o f  intellectual ability. Educators need to consider these data along 
with the research on competence self-concept (Novick, Cauce, & Grove, 1996) when 
contemplating whether to socially promote or retain an underachieving student. These 
data would support finding and utilizing approaches that provide the learner with 
educational activities at the appropriate level o f  challenge and then support his or her 
positive growth.
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Similarly, the results o f this study suggest that educators, parents, and counselors 
need to develop and utilize differentiated educational activities that lead to flow in 
different areas (social, competence, affective, academic, family, physical, creative, and 
spiritual), based on the positive correlations found between domains o f flow and domains 
o f self-concept. This would involve arranging the learning environment so that activities 
are linked to the interests and abilities o f the learners. The findings also suggest that 
learners do not need to take part in a large number o f  activities to gain positive benefits, 
but rather that individual learners should pursue positive activities that are personally 
interesting and involving.
With the current emphasis on educating the whole child (Miller, 1998/1999) and 
on finding ways to address the needs o f  all learners (Littky & Allen, 1999; Sizer, 1999; 
Tomlinson, 1999), this study provides valuable insights into the types o f educational 
activities that seem to contribute to positive self-concepts and experiences o f  flow in 
precollegiate high-ability learners. Again and again, society reaps the tragic outcomes o f 
students who feel disconnected from their schools and communities and who are 
uninvolved in their own learning (e.g., school shootings at Littleton, CO and Santee, CA). 
Finding ways to offer and support meaningful activities and contexts for learning so that 
students feel challenged and involved in positive endeavors is a continuing need. Further 
research that focuses on exploring the cognitive, affective, physical, and spiritual needs o f 
individual learners along with programming that addresses how to most appropriately 
meet those needs through both experiential, field-based and classroom-based educational 
activities are important to the overall health o f each learner as well as to the future health 
o f  society.
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Lisa Schenkel
Center for Gifted Education 
College o f  William & Mary
August 11, 2000
P.O. Box 8795
Williamsburg, VA 23187-8795
757-221-2215
E-mail: lxschetowm.edu
Dear
Welcome to William & Mary! Like you, I am a student at the College o f  William & Mary. I need 
your help! Soon, everyone will pitch in to help you pack and move and unpack. Once you're here, you’ll 
need other types o f  help -  with projects and papers and rides home -  and people will be there for you. 
Before you get overwhelmed with all o f  your preparations for coming to school, I am hoping that you will 
be here for me.
I am currently working toward a Ph.D. in Educational Policy, Planning, and Leadership. Through 
my dissertation research, I am trying to discover how students experience various activities during the high 
school years and how these activities influence their overall development. I’d like to include all incoming 
students in this research, but, due to the size o f  your class, I can only ask selected individuals. You are one 
o f  these individuals. I’d like to know which high school activities were the most challenging and enjoyable 
for you, and which ones have made the most difference in your life.
Participating in this research will help you, too. You’ll gain valuable information about yourself 
that can guide future academic and career planning. I’ll be happy to send you a synopsis o f  the overall 
results if you are interested. Your participation in this research is voluntary, and you may terminate at any 
time. Your responses are, however, extremely important to future improvements in education. Therefore,
I am asking that you please complete my research survey by August 23, 2000. The survey should take 
about 1 hour to complete.
For your convenience, the survey has been designed as a remote-access, password-protected 
database that you can complete over the Internet. Specific instructions are enclosed. If you do not have 
Internet access, please contact me at 757-221-2215. Before completing the survey, please fill out the 
enclosed consent form and demographic data sheet and return them in the enclosed, postage-paid envelope, 
postmarked by August 23, 2000. Also, be sure to complete the survey on the Internet bv August 23.
When you fill out the survey, you will use a survey ID number. Your name will not be used on the Internet
so that confidentiality can be assured. Your survey ID number i s ________.
To thank you for your time and effort, I would like to give you a chance to win a S50 gift 
certificate to the William & Mary Bookstore. By returning the signed consent form, demographic data 
sheet, and completed entry form and by completing the Internet-accessed survey by August 23, 2000, you 
will be entered into a drawing for the S50 gift certificate. The winner will be contacted bv September 20, 
2000.
I greatly appreciate your time and the valuable data you will provide through your participation in 
this research. This study has been approved by William & Mary’s Human Subjects Committee for 
Research. Please be assured that all o f  your individual responses will be kept confidential. Thank you for 
your help, and have a wonderful freshman year!
Sincerely,
Lisa Schenkel
The College o f  William & Mary
Enclosures
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Demographic Data Sheet
Directions: Please fill out the following information completely. Please print clearly.
1. N am e
2. Date
3. H om e Phone N um ber
4. H om e E-M ail Address
5. W illiam  & M ary A ddress
6. W illiam  & Mary Phone Num ber
7. W illiam  & Mary E-m ail Address
8. D ate o f  Birth (m onth/day/year)
9. Aj>e
10. S ex  (P lease circle.) M ale Fem ale
11. R ace/Ethnicity (P lease c irc le  all that apply.)
W hite B lack A m erican Indian/E skim o/A leut A sian /P acific  Islander H ispanic ( o f  any race)
(P lease  turn over.)
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12. W hat is the h ighest educational level attained by the parent(s)/guardian(s) w ith  w hom  you live?
M other:________________  Father:___________________ Other (P lease explain.):
(Gr. 8 or less; Gr. 8 - 12; 1-2 Yrs. C o llege/T ech . Training; 3-4  Yrs. C ollege; M asters or Law D egree; D octoral D egree)
13. Y our SA T  score____________Math:___________  Verbal:___________  C om bined:___________
14. Your H igh S ch ool Grade Point A verage (G P A ):_______________
15. Your C lass Rank (in term s o f  a percentage, e .g ., top 20%):
16. W ere there any g ifted  program s at your high sch oo l?  (P lease circle .) Y es N o
17. H ave you ever been identified  for participation in a gifted  program? (P lease  circle .) Y es N o
18. I f  so , at w hich  age/grade level w ere you  identified  as gifted?________________ A ge:__________  Grade:__________
19. In w hich  aspects o f  your high school g ifted  program  did you participate? (P lease  circle all that apply.)
C ontent F ocu s:
Math S cien ce  H um anities Perform ing/V isual Arts A th letics
A ll Subject A reas Other (P lease exp la in .)________________________
Grouping :
Pulled-O ut o f  R egular C lasses Grouped W ith T h ose o f  S im ilar A b ility  in Grouped W ith
Y our R egular C lasses T hose o f  A ll A bility  L evels
Program Structure:
A dvanced Placem ent (A P ) C lasses International Baccalaureate (IB ) Program
Honors C lasses Enrichm ent C lasses in S pecial T op ics
Dual Enrollm ent (H igh  S ch oo l/C o llege) Special S ch ool for the G ifted /M agnet School
A dditional S ch ool Program s:
Short-term  M entorship (2 -6  w ks) Long-term  M entorship (sem ester or m ore)
Short-term  Internship (2 -6  w ks) Long-term  Internship (sem ester or m ore)
Short-term  C om m unity Service (2 -6  w ks) Long-term  C om m unity S en d ee  (sem ester or m ore)
T hank you for your thoughtful responses.
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Entry Form: Chance for $50 Gift Certificate to William & Mary Bookstore
N am e:______________________________________________________________________
Winner Contact Info
W&M Address:_______________________________________________________________
W&M Telephone:____________________________  W&M E-mail:_________________
Research Consent Form
I ,________________________________ , agree to participate in Lisa Schenkel’s doctoral
(Please print your name)
dissertation research, which includes completing the Multidimensional Self Concept Scale,
the Experience Survey, and the Multidimensional Flow Scale. I have read the cover letter
explaining the purpose of the study. As I understand, all of my individual responses will be
kept confidential.
 /________________
Your Signature Date
 I am interested in receiving a synopsis of the overall results.
 I am not interested in receiving a synopsis of the overall results.
If you are under 18 years of age, please have your parent/guardian complete and
sign the following:
My son/daughter,_________________________________ , has my permission to participate in
Lisa Schenkel’s doctoral dissertation research, which includes completing the
Multidimensional Self Concept Scale, the Experience Survey, and the Multidimensional
Flow Scale. I have read the cover letter explaining the purpose o f the study. As I
understand, all individual responses will be kept confidential.
 /________________
Parent/Guardian’s Signature Date
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August 31, 2000
D ear:
Help! You’re all moved in and getting settled, but I’m still collecting data for my 
research survey. I desperately need your survey responses. Since the survey is random, 
each person’s data is very important. Without a high response rate, I won’t have enough 
data to analyze for my dissertation research. Talk about pressure!
Please, please  take the time to complete the survey over the Internet by September 12.
Your survey ID number:
I will be mailing you the demographic data sheet, consent form, and an entry form for a 
$25 drawing. Please complete and return them bv September 12. The instructions for 
accessing the research survey are in the attachment.
(If, for some reason, you did not receive my initial survey mailing, don’t worry. The 
cover letter that I will be sending with the materials through campus mail will explain the 
nature and value o f  my research survey.)
If  you have any questions or concerns, please call me at 221-2215, e-mail me at 
lxsche@wm.edu or stop by the Center for Gifted Education (Stetson House on 
Jamestown Road, just 3 doors down from the Bookstore).
To thank you for your time and effort, I would like to give you a chance to win a $25 gift 
certificate to The Daily Grind (Univ. Center coffee shop). By returning the signed consent 
form, demographic data sheet, and completed entry form and by completing the Internet- 
accessed survey bv September 12. 2000, you will be entered into a drawing for the S25 gift 
certificate. The winner will be contacted by October 6, 2000.
Please take part in this important research. Thank you, in advance, for helping me out! 
I hope you are getting settled into college life and enjoying all the new experiences here 
at William & Mary.
Sincerely,
Lisa Schenkel
Doctoral Student
Center for Gifted Education
R e p ro d u c e d  with perm iss ion  of th e  copyright ow ner.  F u r th e r  reproduction  prohibited without perm iss ion .
Experiences, Self-Concept, and Flow 272
Instructions for Accessing the Research Survey
It is very important to be prepared to complete the entire survey in one sitting (up to 1 
hour). If you try to access the survey a second time using the same survey ID number, 
nothing that you enter will be added to the database.
(If, for some reason, you do have to terminate your session before you are finished, please 
call 757-221-2215, and ask for Lisa Schenkel or Dr. Martin Reardon. You will be given 
a new survey ID number.)
Please do not use the “ Back” button on your Internet browser as you complete this 
survey.
Also, use your mouse, not your enter key!
1. Access the Internet on your computer, and go to the following web address: 
http://constant.wm.edu:59l/
2. Please read and follow the instructions on the entry screen. Then, enter the survey ID 
number that is on your letter, and click the “Send Information” button.
3. Type in “constant” for your user name, and then click “Tab” on your keyboard.
Type in “reader” for your password, and then click the “OK” button on the screen.
4. Then, click the “Please go to Page 1" button. Please read all instructions carefully 
before you begin each section.
5. As you complete each page, please click the “Add these responses” button at the 
bottom o f the page, and then click the “Continue” button to go to the next page.
if  there is any late-breaking news, it will be listed on the Survey ID page.
If  you have any questions or concerns, please contact Lisa Schenkel or Dr. Martin 
Reardon at 757-221-2215.
Thank you for your time and effort!
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Lisa Schenkel
Center for Gifted Education
College o f  William & Mary August 31, 2000
P.O. Box 8795
Williamsburg, VA 23187-8795
757-221-2215
E-mail: lxschefawm.edu
Dear
As I mentioned in my recent e-mail, I am in desperate need o f  your survey responses. Please 
help me out! As you may recall, I am currently working toward a Ph.D. in Educational Policy. Planning, 
and Leadership. Through my dissertation research, I am trying to discover how' students experience 
various activities during the high school years and how these activities influence their overall development. 
I’d like to include all incoming students in this research, but, due to the size o f  your class, I can only ask 
selected individuals. You are one o f  these individuals. I’d like to know which high school activities were 
the most challenging and enjoyable for you, and which ones have made the most difference in your life.
Remember, participating in this research will help you, too. You'll gain valuable information 
about yourself that can guide future academic and career planning. I’ll be happy to send you a synopsis o f  
the overall results if  you are interested. Your participation in this research is voluntary, and you may 
terminate at any time. Your responses are, however, extremely im portant to future improvements in 
education. Therefore. I am asking that you please complete my research survey by September 12. The 
survey should take about 1 hour to complete. Think o f  it as an interesting break from class work, done for 
a good cause!
As you know, the survey can be conveniently completed over the Internet. Specific instructions 
are enclosed. Please be assured that all o f  your individual responses will be kept confidential. Before 
completing the survey, please fill out the enclosed consent form and demographic data sheet and return 
them in the enclosed envelope via campus mail. When you fill out the survey, you will use a survey ID 
number. Your name will not be used on the Internet so that confidentiality can be assured.
Your survey ID number:
To thank you for your time and effort, I would like to give you a chance to win a S25 gift 
certificate to The Daily Grind (Univ. Center coffee shop). By returning the signed consent form, 
demographic data sheet, and completed entry form and by completing the Internet-accessed survey by 
September 12. 2000, you will be entered into a drawing for the S25 gift certificate. The winner will be 
contacted by October 6, 2000.
Once again, I greatly appreciate your time and the valuable data you will provide through your 
participation in this research. This study has been approved by William & Mary’s Human Subjects 
Committee for Research. Many thanks, in advance, for squeezing this into your busy schedule. I hope 
that all your moving went smoothly and that classes are going well!
Sincerely,
Lisa Schenkel
The College o f  William & Mary
Enclosures
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Entry Form: Chance for S25 Gift Certificate to The Daily Grind 
(Univ. Ctr. coffee shop)
N am e:______________________________________________________________________
Winner Contact Info
W&M Address:_______________________________________________________________
W&M Telephone:_____________________________ W&M E-mail:_________________
Research Consent Form
I ,________________________________ , agree to participate in Lisa Schenkel’s doctoral
(Please print your name)
dissertation research, which includes completing the Multidimensional Self Concept Scale,
the Experience Survey, and the Multidimensional Flow Scale. I have read the cover letter
explaining the purpose of the study. As I understand, all of my individual responses will be
kept confidential.
 /_________________
Your Signature Date
 I am interested in receiving a synopsis o f  the overall results.
 I am not interested in receiving a synopsis o f the overall results.
If you are under 18 years of age, please have your parent/guardian complete and 
sign the following:
My son/daughter,__________________________________ , has my permission to
participate in Lisa Schenkel’s doctoral dissertation research, which includes completing
the Multidimensional Self Concept Scale, the Experience Survey, and the
Multidimensional Flow Scale. I have read the cover letter explaining the purpose o f the
study. As I understand, all individual responses will be kept confidential.
 /_________________
Parent/Guardian’s Signature Date
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August 31, 2000
D ea r:
Thank you so much for completing my research survey. Your responses are important to 
future improvements in education, and I truly appreciate your willingness to participate in 
my research at such a busy time. Feel free to e-mail me or stop by the Center for Gifted 
Education (Stetson House on Jamestown Road, just 3 doors down from the Bookstore) if 
you would like to discuss my research or just find out the type o f work we do here. I 
usually work Monday - Wednesday, but I’m often here later in the week as well. Soon, 
I’ll be drawing the winner o f the S50 gift certificate to the William & Mary Bookstore. I 
will contact the winner by Wednesday, September 20.
I hope you are getting settled into college life and enjoying all the new experiences here 
at William & Mary. As I complete my dissertation research next year, I’ll send you a 
synopsis o f the overall results. At present, I’m still collecting data. For the data to be of 
use, I need to get a high response rate from the random survey. If you know or meet 
anyone who received the initial mailing but didn’t have time to complete the survey, 
please encourage him or her to participate in this important research and complete the 
survey soon. If they have any questions or concerns, they can e-mail me at 
lxsche@wm.edu or stop by the Center for Gifted Education. Thanks, again, for all your 
help!
Sincerely,
Lisa Schenkel
Doctoral Student
Center for Gifted Education
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Appendix B 
Experience Survey (ES)
(was formatted for Internet access)
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Experience Survey
Part 1: Identifying Inform ation
D irections: P lease fill out the fo llow in g  inform ation com pletely.
1. N am e
2. Date
3. H om e Phone Number
4. H om e E-M ail Address
5. W illiam  & Mary Address
6. W illiam  & Mary Phone Num ber
7. W illiam  & Mary E-m ail Address
8. D ate o f  Birth (m onth/day/year)
9. A ge
10. Sex (Please circle.) M ale Fem ale
11. Race/Ethnicity (P lease circle all that apply.)
W hite  B lack A m erican  In d ian /E sk im o /A leu t A sian /P ac ific  Is lan d er H ispan ic  ( o f  an y  race)
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12. What is the highest educational level attained by the parent(s)/guardian(s) with whom  you live?
Mother:________________ Father:_________________________ Other (P lease explain.):
(Gr. 8 or less; Gr. 8 - 12; 1-2 Yrs. C ollege/T ech . Training; 3-4 Yrs. C ollege; M asters or Law Degree; Doctoral Degree)
13. Your SA T  score Math:___________  Verbal:___________  Com bined:___________
14. Your High School Grade Point A verage (G PA ):_______________
15. Your C lass Rank (in terms o f  a percentage, e .g ., top 20%);
16. W ere there any gifted  programs at your high school?  (P lease circle.) Y es N o
17. Have you ever been identified for participation in a gifted program? (P lease circle.) Y es N o
18. I f  so , at w hich age/grade level w ere you identified as gifted? A ge:__________ Grade:__________
19. In which aspects o f  your high school gifted  program did you participate? (Please circle all that apply.)
Content F ocu s:
Math S cience Hum anities Perform ing/Visual Arts A thletics
A ll Subject Areas Other (P lease explain .)________________________
G rouping:
Pulled-O ut o f  Regular C lasses Grouped W ith T hose o f  Sim ilar A bility  in Grouped W ith
Your Regular C lasses T hose o f  A ll A bility L evels
Prouram Structure:
Advanced Placem ent (A P ) C lasses International Baccalaureate (IB ) Program
Honors C lasses Enrichment C lasses in Special Topics
Dual Enrollment (H igh S ch oo l/C ollege) Special School for the G ifted/M agnet School
Additional School Programs:
Short-term M entorship (2 -6  w ks) Long-term  M entorship (sem ester or m ore)
Short-term Internship (2 -6  w ks) Long-term  Internship (seipester or more)
Short-teftn Com m unity S ervice (2 -6  w ks) Long-term  C om m unity S ervice (sem ester or more)
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Part 2: E xp er ien tia l In form ation
D irections: There are tw o sections in Part 2. The first section covers N onclassroom -B ased  A ctiv ities, and the second section covers 
C lassroom -Based A ctiv ities. For each section , p lease darken the circles that correspond with the activities in w hich you have been  
involved. Then, for each o f  those activity areas in w hich  you have participated, p lease rate the degree o f  influence that the activity had 
on you in terms o f  the various aspects o f  growth listed from a to p.  Darken the circles that correspond with the amount o f  influence  
that the particular activity has had on  your growth in each area listed. Be sure to com plete all item s from a t o p  for the activity  
areas in which you participated. Please use the fo llow in g rating sca le for each item:
Strong
Influence
(SI)
M oderate
Influence
(M O DI)
M inim al
Influence
(M INI)
No
Influence
(NI)
Example:
Com m unity Service/V olunteer Work
a. Prom oted effective social sk ills__
b. Prom oted responsibility__________
c. M ade m e m ore com fortable w ith m y se lf CL
Qo
Q
O O
_Q Q
O
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N onclassroom -B ased A ctivities
Cheerleading/Pom  Pons/M ajorettes O
Strong
Influence
(SI)
M oderate
Influence
(M O DI)
M inim al
Influence
(M INI)
No
Influence
(NI)
a. Promoted effective social sk ills O O O o
b. Promoted responsibility o O O o
c. M ade m e more com fortable with m y se lf o O O o
d. Increased m y know ledge o O o o
e. Promoted positive fam ily interactions o O o o
f. Stretched m y physical abilities o O o o
g. Enhanced niy creativity o o o o
h. M ade m e aware o f  a spiritual power o o o o
i. Fostered initiative o o o o
j. Promoted good citizenship o o o o
k. Promoted com m unity interest and involvem ent o o o o
1. Promoted care o f  the environm ent o o o o
m. M ade a difference in others’ lives o o o o
n. Increased m y understanding o f
particular jobs/careers o o o o
o. Increased m y understanding o f  m y se lf o o o o
p. Increased m y understanding o f  relationship
betw een m y interests/skills/personality
and a potential career o o o o
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2. Clubs -  Type: O
a. Prom oted effective social sk ills
b. Promoted responsibility________
c. M ade m e m ore com fortable with m yself_
d. Increased m y know ledge________________
e. Prom oted p ositive fam ily interactions_
f. Stretched m y physical ab ilities________
g. Enhanced m y creativity_______________
h. M ade m e aware o f  a spiritual power
i. Fostered initiative
j. Prom oted good citizenship
k. Promoted com m unity interest and involvem ent
I. Prom oted care o f  the environm ent_____________
m. M ade a difference in others’ lives______________
n. Increased m y understanding o f
particular jobs/careers__________________________
o. Increased m y understanding o f  m yself_
p. Increased m y understanding o f  relationship  
between m y intercsts/skills/personality  
and a potential career______________________
Strong
Influence
(SI)
M oderate
Influence
(M O DI)
M inim al No
Influence Influence
(M IN I) (NI)
O O O O
o__________ o_________o______o.
o__________ o_________o______o
o__________ o_________o______o_
o__________ o_________o______o.
o__________ o_________o_____ o_
o__________ o_________o______o_
o__________ o_________o______o_
o__________ o_________o______o.
o__________ o_________o______o_
_o__________ o_________o______o.
o__________ o_________o_____ o_
o o___ o o
o__________ o_________o______ o.
o o________ o o
o o o o
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3. Com m unity Service/V olunteer Work
a. Promoted effective social sk ills_______________
b. Promoted responsibility______________________
c. M ade m e m ore com fortable with m y se lf______
d. Increased m y k now ledge_____________________
e. Promoted positive fam ily interactions_________
f. Stretched m y physical abilities_________________
g. Enhanced m y creativity_______________________
h. M ade m e aware o f  a spiritual power___________
i. Fostered initiative_____________________________
j. Promoted good citizenship____________________
k. Promoted com m unity interest and involvem ent
1. Promoted care o f  the environm ent_____________
m. M ade a d ifference in others’ lives_____________
n. Increased m y understanding o f
particular jobs/careers_________________________
o. Increased m y understanding o f  m y se lf_________
p. Increased m y understanding o f  relationship  
between m y interests/skills/personality  
and a potential career__________________________
Strong
Influence
(SI)
M oderate
Influence
(M O DI)
M inim al No
Influence Influence
(M IN I) (NI)
O O O O
o__________ o_________ o______ o
o__________ o_________ o______o
O _________________ O _______________ O __________ (3
o__________ o_________o______o
o__________ o_________ o______o_
o__________ o_________ o______o_
o__________ o_________ o______o_
o__________ o_________ o______o
o__________ o_________o______o_
o__________ o_________ o______o_
o__________ o_________ o_____ o_
o o o o
o__________ o_________ o______o.
o o_________ o___  o
o o o o
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Strong
Influence
(SI)
4. Intem ship/M entorship (short-term: 1-4 wks; long-term: 5 w ks +)
a. Promoted effective  social sk ills o
b. Promoted responsibility o
c. M ade m e m ore com fortable with m y se lf o
d. Increased m y know ledge o
e. Promoted positive fam ily interactions o
f. Stretched m y physical abilities o
fv Enhanced m y creativity o
1). M ade m e aware o f  a spiritual power o
i. Fostered initiative o
j- Promoted good  citizenship o
k. Promoted com m unity interest and involvem ent o
1. Promoted care o f  the environm ent o
m. M ade a difference in others’ lives o
n. Increased m y understanding o f
particular jobs/careers o
o. Increased m y understanding o f  m y se lf o
P- Increased m y understanding o f  relationship
betw een m y interests/skills/personality
and a potential career o
M oderate
Influence
(M O DI)
M inim al No
Influence Influence
(M INI) (NI)
o_________ o______ o.
o_________ o______ o
o_________ o______ o
o_________ o______o.
o_________ o______o.
o_________ o______o_
o_________ o______ o_
o_________ o______o_
o_________ o______o.
o_________ o______o.
o_________ o______ o.
o________ o ______o_
o o o
o _______________ o __________ o
o o o
O 0 - 0
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5. Job (part-time or summ er)
a. Promoted effective  social sk ills_______________
b. Promoted responsibility______________________
c. M ade m e more com fortable with m y se lf______
d. Increased m y know ledge_____________________
e. Promoted p ositive fam ily interactions_________
f. Stretched m y physical abilities_________________
g. Enhanced m y creativity_______________________
h. M ade m e aware o f  a spiritual power___________
i. Fostered initiative_____________________________
j. Promoted good citizenship____________________
k. Promoted com m unity interest and involvem ent
1. Promoted care o f  the environm ent_____________
m. M ade a difference in others’ lives_____________
n. Increased m y understanding o f
particular jobs/careers_________________________
o. Increased m y understanding o f  m y se lf________
p. Increased iny understanding o f  relationship  
between m y interests/skills/personality  
and a potential career__________________________
Strong
Influence
(SI)
M oderate
Influence
(M O D I)
M inim al No
Influence Influence
(M IN I) (NI)
o o o o
o__________ o_________o______ o
o__________ o_________o______ o
o__________ o_________o______o„
o__________ o_________o______o_
o__________ o_________o______o_
o__________ o________ o______ o_
o__________ o________ o______o_
o__________ o_________o______o
o__________ o_________o______o_
o__________ o_________o______ o.
o__________ o_________o______o_
o o_________o o
o__________ o_________ o______o.
o o o o
o o o o
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Strong
Influence
(SI)
6. Perform ing/Creative Arts (art, dance, drama, m usic) o
a. Promoted effective social sk ills_______________ O ______
b. Promoted responsibility__________________________ O ______
c. M ade m e m ore com fortable with m y se lf__________ O ______
d. Increased m y k now ledge_________________________ O ______
e. Promoted positive fam ily interactions_________ O ______
f. Stretched m y physical ab ilities____________________O ______
g. Enhanced m y creativity___________________________ O ______
h. M ade m e aware o f  a spiritual power_____________ O _______
i. Fostered in itia tive________________________________ O ______
j. Prom oted good citizenship________________________O ______
k. Promoted com m unity interest and involvem ent O ______
1. Promoted care o f  the environm ent________________ O ______
m. M ade a difference in others’ lives_________________ O ______
n. Increased m y understanding o f
particular jobs/careers____________________________ O _______
o. Increased m y understanding o f  m y se lf___________O _______
p. Increased m y understanding o f  relationship
between m y interests/skills/personality  
and a potential career___________________________ O ________
M oderate
Influence
(M O D I)
M in im al N o
In fluence  In fluence
(M IN I)  (NI)
_o_________ o______o.
_o_________ o______ o.
_ o _______________ o __________ o
_0______________O_________<3
_o_________ o______o_
_o_________ o______o_
o_________ o______o_
o_________ o______o_
_o_________ o______o.
p _________ o______o_
_0______________O_________<3
p _________ o______o_
o o o
Q _______________ Q __________ O
o o o
o o o
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S tron g M od erate M in im al N o
In flu en ce In flu en ce In flu en ce In fluent
(SI) (M O D I) (M IN I) (N I)
:cligiously-B ased A ctivity (m ission  work, altar server, fellowship/recreation) Q
a. Prom oted effective social sk ills o O O o
b. Promoted responsibility o O O o
c. M ade m e m ore com fortable with m y se lf o O O o
d. Increased m y k now ledge o o O o
e. Promoted positive fam ily interactions o o O o
f. Stretched m y physical abilities o o o o
g. Enhanced m y creativity o o o o
h. M ade m e aware o f  a spiritual power o o o o
i. Fostered initiative o o o o
j. Promoted good citizenship o o o o
k. Promoted com m unity interest and involvem ent o o o o
1. Promoted care o f  the environm ent o o o o
m. M ade a d ifference in others’ lives o o o o
n. Increased m y understanding o f
particular jobs/careers o o o o
o. Increased m y understanding o f  m y se lf o o o o
p. Increased m y understanding o f  relationship
between m y interests/skills/personality
and a potential career o o o o
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8. Scouts
a. Prom oted effective  socia l sk ills_______________
b. Promoted responsibility______________________
c. M ade m e more com fortable w ith m y se lf______
d. Increased m y know ledge_____________________
e. Promoted p ositive fam ily interactions_________
f. Stretched niy physical ab ilities_________________
g. Enhanced m y creativity_______________________
h. M ade m e aware o f  a spiritual power___________
i. Fostered initiative_____________________________
j. Promoted good citizenship____________________
k. Promoted com m unity interest and involvem ent
1. Promoted care o f  the environm ent_____________
m. M ade a difference in others’ lives_____________
n. Increased m y understanding o f
particular jobs/careers_________________________
o. Increased m y understanding o f  m y se lf________
p. Increased m y understanding o f  relationship  
betw een m y interests/skills/personality  
and a potential career__________________________
Strong
Influence
(SI)
M oderate
Influence
(M O D I)
M in im a l N o
Influence  In fluence
(M IN I)  (NI)
o o o o
o__________ o________ o______o
o__________ o________ o______o_
o___________o_________o______o
o__________ o________ o______o_
o___________o________ o_____ o_
o__________ o_________ o______o_
o__________ o_________ o______o_
o___________o________ o______o.
o___________o________ o______o_
o__________ o________ o______o.
o___________o________ o_____ o_
o o o o
o__________ o_________ o______o
o o___ o o
o o o o
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O
Strong
Influence
(SI)
9. Sports Team
a. Promoted effective social sk ills O
b. Promoted responsibility__________________________ O _
c. M ade m e m ore com fortable w ith  m y se lf_________ O _
d. Increased m y know ledge_________________________ O _
e. Promoted p ositive fam ily interactions_____________O _
f. Stretched m y physical abilities____________________ O __
g. Enhanced m y creativity___________________________ O _
h. M ade m e aware o f  a spiritual pow er________________O
i. Fostered initiative_________  O
j. Promoted good  citizenship________________________0 _
k. Promoted com m unity interest and involvem ent___ O
1. Promoted care o f  the environm ent O
m. M ade a difference in others’ lives_________________ O
n. Increased m y understanding o f
particular jobs/careers___________________________ O _
o. Increased m y understanding o f  m y se lf__________ O _
p. Increased m y understanding o f  relationship  
betw een m y interests/skills/personality  
and a potential career___________________________ O __
M od erate  M in im al No
Influence In fluence In fluence
(M O D I)  (M IN I)  (NI)
o________ o______ o__
o________ o______ o__
o________ o______ o__
o________ o______ o____
o________ o______ o____
o________ o______ o__
o________ o______ o__
o_________o_______o__
o________ o______ o__
o________ o______ o__
o________ o______ o__
o_________o______ o__
o o o
o ________________o __________ o
o o o
o o o
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10. Student Governm ent
a. Prom oted effective social sk ills_______________
b. Prom oted responsibility______________________
c. M ade m e m ore com fortable with m y se lf______
d. Increased m y know ledge_____________________
e. Prom oted positive fam ily interactions_________
f. Stretched m y physical abilities_________________
g. Enhanced m y creativity_______________________
h. M ade m e aware o f  a spiritual power___________
i. Fostered initiative_____________________________
j. Prom oted good citizenship____________________
k. Prom oted com m unity interest and involvem ent
1. Prom oted care o f  the environm ent_____________
m. M ade a difference in others’ lives_____________
n. Increased m y understanding o f
part ic u lar j obs/careers_________________________
o. Increased m y understanding o f  m y se lf________
p. Increased m y understanding o f  relationship  
betw een m y interests/skills/personality  
and a potential career__________________________
Strong
Influence
(SI)
M oderate
Influence
(M O DI)
M inim al No
Influence Influence
(M IN I) (NI)
O  O  O  O
o__________ o________ o______ o.
o__________ o________ o______ o
o__________ o________ o______ o.
o__________ o________ o______ o_
o___________o________ o______o_
o__________ o________ o______ o_
o__________ o________ o______o_
o__________ o________ o______ o_
o__________ o________ o______o.
o__________ o________ o______ o.
o___________o________ o______o_
o o_____  o o
o__________ o_________ o______o.
o o o o
o o o o
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ravel O
S tron g
In flu en ce
(SI)
M od erate
In flu en ce
(M O D I)
M in im al
In flu en ce
(M IN I)
N o
Influenc
(N I)
a. Promoted effective social sk ills o O o o
b. Promoted responsibility o O o o
c. M ade m e m ore com fortable w ith m y se lf o O o o
d. Increased m y know ledge o O o o
e. Promoted positive fam ily interactions o o o o
f. Stretched m y physical abilities o o o o
r. Enhanced m y creativity o o o o
h. M ade m e aware o f  a spiritual power o o o o
i. Fostered initiative o o o o
i. Promoted Rood citizenship o o o o
k. Promoted com m unity interest and involvem ent o o o o
1. Promoted care o f  the environm ent o o o o
nt. M ade a d ifference in others’ lives o o o o
n. Increased m y understanding o f
particular jobs/careers o o o o
o. Increased m y understanding o f  m y se lf o o o o
p. Increased m y understanding o f  relationship
betw een m y interests/skills/personality
and a potential career o o o o
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Strong
Influence
(SI)
12. Other: O
a. Prom oted effective social sk ills o
b. Prom oted responsibility o
c. M ade m e m ore com fortable with m y se lf o
d. Increased nty know ledge o
e. Promoted p ositive fam ily interactions o
f. Stretched m y physical abilities o
fi­ Enhanced m y creativity o
ll. M ade m e aware o f  a spiritual power o
i. Fostered initiative o
j- Promoted good citizenship o
k. Prom oted com m unity interest and involvem ent o
1. Prom oted care o f  the environm ent o
m. M ade a difference in others’ lives o
n. Increased m y understanding o f
particular jobs/careers o
o. Increased m y understanding o f  m y se lf o
P- Increased m y understanding o f  relationship
betw een m y interests/skills/personality
and a potential career o
M oderate
Influence
(M O D I)
M inim al No
Influence Influence
(M IN I) (NI)
O ________________O __________ O .
o_________ o______o.
o_________ o______o
o_________ o______o.
o_________ o______o
o_________ o_____ o_
o_________ o______o_
o_________ o______o_
o_________ o______o_
o_________ o______o_
o_________ o______o
o_________ o_____ o_
o o o
o_________ o______o.
o o o
o o o
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C lassroom -Based A ctivities
English C lass
a. Promoted effective  social sk ills
Strong
Influence
(SI)
o
M oderate
Influence
(M O D I)
O
M inim al
Influence
(M IN I)
O
No
Influence
(NI)
o
b. Promoted responsibility o O O o
c. M ade m e m ore com fortable w ith m y se lf o O o o
d. Increased m y know ledge o O o o
e. Promoted p ositive fam ily interactions o O o o
f. Stretched m y physical abilities o O o o
g. Enhanced m y creativity o o o o
h. M ade m e aware o f  a spiritual power o o o o
i. Fostered initiative o o o o
j. Promoted good  citizenship o o o o
k. Promoted com m unity interest and involvem ent o o o o
1. Promoted care o f  the environm ent o o o o
m. M ade a d ifference in others’ lives o o o o
n. Increased m y understanding o f  
particular jobs/careers o o o o
o. Increased m y understanding o f  m y se lf o o o o
p. Increased m y understanding o f  relationship  
between m y interests/skills/personality  
and a potential career o o o o
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2. Foreign Language C lass
a. Promoted effective  socia l sk ills_______________
b. Promoted responsibility______________________
c. M ade m e m ore com fortable with m y se lf______
d. Increased m y know ledge_____________________
e. Promoted positive fam ily interactions_________
f. Stretched m y physical ab ilities_________________
g. Enhanced m y creativity_______________________
h. M ade m e aware o f  a spiritual power___________
i. Fostered initiative_____________________________
j. Promoted good citizenship____________________
k. Promoted com m unity interest and involvem ent
1. Promoted care o f  the environm ent_____________
m. M ade a difference in others’ lives_____________
n. Increased m y understanding o f
particular jobs/careers_________________________
o. Increased my understanding o f  m y se lf________
p. Increased m y understanding o f  relationship  
between m y interests/skills/personality  
and a potential career__________________________
Strong
Influence
(SI)
M oderate
Influence
(M O D I)
M inim al
Influence
(M INI)
No
Influence
(NI)
O O o O
o O o o
o O o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
Experiences, Self-C
oncept, and 
Flow 
293
R
eproduced 
with 
perm
ission 
of the 
copyright 
ow
ner. 
Further 
reproduction 
prohibited 
w
ithout 
perm
ission.
S tron g M od era te M in im al No
In flu en ce In flu en ce In flu en ce In flu en ce
H istory/Social Studies C lass
(SI) (M O D I) (M IN I) (N I)
a. Promoted effective  socia l sk ills o o O o
b. Promoted responsibility o o O o
c. M ade m e m ore com fortable with m y se lf o o o o
d. Increased m y know ledge o o o o
e. Promoted p ositive fam ily interactions o o o o
f. Stretched m y physical abilities o o o o
g. Enhanced m y creativity o o o o
h. M ade m e aware o f  a spiritual power o o o o
i. Fostered initiative o o o o
j. Promoted good  citizenship o o o o
k. Promoted com m unity interest and involvem ent o o o o
1. Promoted care o f  the environm ent o o o o
nt. M ade a d ifference in others’ lives o o o o
n. Increased m y understanding o f
particular jobs/careers o o o o
o. Increased m y understanding o f  m y se lf o o o o
p. Increased m y understanding o f  relationship
between m y interests/skills/personality
and a potential career o o o o
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4. Math C lass
a. Promoted effective social sk ills_______________
b. Promoted responsibility______________________
c. Made m e more com fortable w ith m y se lf______
d. Increased m y know ledge_____________________
e. Promoted positive fam ily interactions_________
f. Stretched m y physical ab ilities_________________
g. Enhanced m y creativity_______________________
h. M ade m e aware o f  a spiritual power___________
i. Fostered initiative_____________________________
j. Promoted good citizenship____________________
k. Promoted com m unity interest and involvem ent
1. Promoted care o f  the environm ent_____________
m. M ade a difference in others’ lives_____________
n. Increased m y understanding o f
particular jobs/careers_________________________
o. Increased m y understanding o f  m y se lf________
p. Increased m y understanding o f  relationship  
between m y interests/skills/personality  
and a potential career__________________________
Strong
Influence
(SI)
M oderate
Influence
(M O D I)
M inim al
Influence
(M IN I)
No
Influence
(NI)
O o O o
o o O o
o o O o
o o O o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
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5. S cience Class
a. Promoted effective social sk ills_______________
b. Promoted responsibility______________________
c. M ade m e more com fortable w ith m y se lf______
d. Increased m y know ledge_____________________
e. Promoted p ositive fam ily interactions_________
f. Stretched m y physical abilities_________________
g. Enhanced m y creativity_______________________
h. M ade m e aware o f  a spiritual power___________
i. Fostered initiative_____________________________
j. Promoted good citizenship____________________
k. Promoted com m unity interest and involvem ent
I. Promoted care o f  the environm ent_____________
m. M ade a difference in others’ lives_____________
II. Increased m y understanding o f
particular jobs/careers_________________________
o. Increased m y understanding o f  m y se lf_________
p. Increased my understanding o f  relationship  
between m y interests/ski lls/personalily  
and a potential career__________________________
Strong
Influence
(SI)
M oderate
Influence
(M O DI)
M inim al
Influence
(M INI)
No
Influence
(NI)
o O O O
o O - o o
o O o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
o o o o
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Other: C~") 
a. Promoted effective social sk ills
S tron g
In flu en ce
(SI)
o
M od erate
In flu en ce
(M O D I)
o
M in im al
In flu en ce
(M IN I)
o
N o
In flu en ce
(N I)
o
b. Promoted responsibility o o o o
c. M ade m e m ore com fortable with m y se lf o o o o
d. Increased m y k now ledge o o o o
e. Promoted positive fam ily interactions o o o o
f. Stretched m y physical abilities o o o o
g. Enhanced m y creativity o o o o
h. M ade m e aware o f  a spiritual power o o o o
i. Fostered initiative o o o o
j. Promoted good citizenship o o o o
k. Prom oted com m unity interest and involvem ent O o o o
1. Promoted care o f  the environm ent o o o o
m. M ade a difference in others’ lives o o o o
n. Increased m y understanding o f  
particular jobs/careers o o o o
o. Increased m y understanding o f  m y se lf o o o o
p. Increased m y understanding o f  relationship  
betw een m y interests/skills/personality  
and a potential career o o o o
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Multidimensional Flow Scale
Name:_____________________________________________ Date:______________________
P lease  read  th e  fo llow in g  d irectio n s b efore you  b egin :
P lease read each statement carefully and decide whether it describes how  you feel during the particular activity described.
Then circle the rating that corresponds w ith  how  often you feel the w ay described in the statem ent. Please rate each statement two  
tim es, on ce for each o f  the educational contexts in w hich the feelin g  described m ight occur. For exam ple, i f  the statement reads, 
“W hen I’m learning, tim e flies,” then you should think about whether the statement describes how  you feel in the context o f  (1) 
nonclassrooni-based activities. T h ese could include sports team s, clubs, internships, m entorships, cam ps, job s, Scouts, religiously  
based groups, com m unity service, etc. Then, think about whether the statement describes how  you feel in the context o f  (2) 
classroom -based activities. T hese could include classroom  activities (academ ic subjects, school gym  class, school art/drama class) and 
related hom ework. Then circle the appropriate rating for how  often you  feel that “tim e flies w hen y o u ’re learning” in each o f  the two  
contexts. B e su re  to an sw er every  q u e stio n , regard less  o f  w h eth er  you  th in k  it fits you  o r  the p articu lar con text.
R atin g  Scale:
E xam p le:
Flow  Statement:
A lm ost A lw a y s O ften  S om etim es
(A A ) (O ) (S )
Context 1:
N onclassroom -B ased
A ctiv ities
A lm ost N ever  
(A N )
Context 11:
Classroom -Based
A ctivities
" W h e n  I ’m  learn ing ,  A A  O  S A N  A A  O  S A N
lime flies."
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Almost Always 
(AA)
Flow Statement:
Often Sometimes
(O) (S)
Context I:
Nonclassroom-Based
Activities
Almost Never 
(AN)
Context II:
Classroom-Based
Activities
1. I become so interested in doing things with others that I lose track o f  time AA O S AN AA O S AN
2. When I am involved in social activities, I often hate to stop AA O S AN AA O S AN
3. When 1 work in a group, I become inspired AA O S AN AA 0 S AN
4. I become focused when talking with other people AA O S AN AA O S AN
5. 1 experience deep personal relationships AA O S AN AA O S AN
6. My conversations with others often flow effortlessly AA O S AN AA O S AN
7. I feel a strong sense o f  connection with others AA O S AN AA 0 S AN
8. I enjoy spending quality time with another person AA O S AN AA 0 S AN
9. Time flies when 1 am with others AA O S AN AA 0 s AN
10. I feel at my best when I am involved in social events AA O S AN AA O s AN
Describe one or more social situations in which you were deeply involved and enjoyably challenged.
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C
Alm ost Always Often Som etim es Alm ost Never
(AA) (O) (S) (AN)
Flow Statement: Context I: 
Nonclassroom- 
Based 
Activities
Context 11: 
Classroom- 
Based 
Activities
1. When I work to accomplish tasks, I get totally absorbed in what I’m doing AA 0 S AN AA 0 S AN
2. I feel at my best when I am fulfilling my obligations AA O S AN AA O S AN
3. I enjoy improving my skills AA 0 S AN AA O S AN
4. Finding the best way to say something is especially gratifying to me AA O S AN AA O S AN
5. My energy is totally focused when I act appropriately in difficult situations AA O S AN AA 0 S AN
6. When I’m intensely involved in reaching a goal, I lose track o f  time AA O S AN AA O S AN
7. I am totally focused when I’m working toward a particular goal AA 0 S AN AA O S AN
8. I get so interested while working toward a goal that I forget about other concerns AA O S AN AA 0 S AN
9. I feel a sense o f  control when all o f  my actions seem to fit together AA O S AN AA O S AN
10. I get a strong sense o f  purpose from doing a good job AA O S AN AA O S AN
Describe one or more areas o f  com petence in w hich you were deeply involved and enjoyably challenged.
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A
Alm ost Always Often Som etim es Alm ost Never
(AA) (O) (S) (AN)
Flow Statement: Context I: 
Nonclassroom- 
Based 
Activities
Context II: 
Classroom- 
Based 
Activities
1. I feel a wonderful sense o f wholeness when I awake AA O S AN AA O S AN
2. I feel a satisfying sense o f  being in control o f myself AA O S AN AA O S AN
3. Life is full o f challenging adventures AA O S AN AA O S AN
4. I have the ability to create meaning in my life AA O S AN AA O S AN
5. Finding the positive aspects o f  situations absorbs my attention AA O S AN AA O S AN
6. 1 get immersed in life AA 0 S AN AA O S AN
7. 1 live life to the fullest AA O S AN AA O s AN
8. 1 am satisfied with my life AA O S AN AA O s AN
9. Life inspires me AA O S AN AA 0 s AN
10. I get great pleasure in everyday living AA O S AN AA O s AN
D escribe one or more emotional situations in w hich you were deeply involved and enjoyably challenged.
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AC
Alm ost Always Often
(AA) (O)
Flow Statement:
Som etim es
(S)
Context I: 
Nonclassroom- 
Based 
Activities
Alm ost Never 
(AN)
Context 11: 
Classroom- 
Based 
Activities
1. 1 get totally immersed in learning new things AA O S AN AA O S AN
2. When I’m concentrating on academic work, 1 lose track o f  time AA O s AN AA O s AN
3. When I’m challenged to the best o f  my abilities in an academic activity,
I get caught up in the learning and want to continue AA O s AN AA O s AN
4. 1 get totally absorbed in academic activities AA O s AN AA O s AN
5. 1 enjoy participating enthusiastically in academic projects AA O s AN AA 0 s AN
6. I get inspired to continue working on challenging assignments AA O s AN AA O s AN
7. When I’m intensely interested in an academic project, I feel a strong
sense o f  who 1 really am AA 0 s AN AA O s AN
8. 1 feel at my best when I’m extremely engrossed in something I’m reading AA O s AN AA O s AN
9. 1 feel a sense o f  being in control when I’m totally absorbed by my academic work AA O s AN AA O s AN
10. I stretch my abilities when I’m faced with academic challenges AA O s AN AA O s AN
D escribe one or more academic situations in which you were deeply involved and enjoyably challenged.
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Alm ost Always 
(AA)
Flow Statement:
Often Som etim es
(O) (S)
Context 1: 
Nonclassroom- 
Based 
Activities
Almost Never 
(AN)
Context II: 
Classroom- 
Based 
Activities
1. When I’m caught up in family life, I feel very connected AA O S AN AA O S AN
2. When I’m with my family, I feel energized AA O S AN AA O S AN
3. I totally forget about my own daily concerns when I spend time with my family AA O S AN AA O S AN
4. I enjoy family interactions AA O S AN AA O S AN
5. Being with my family gives me a sense o f  wholeness AA O S AN AA O S AN
6. Time flies when I’m immersed in family interactions AA O S AN AA O S AN
7. I’m inspired to do my best when I’m with my family AA O S AN AA O S AN
8. I get engrossed in family activities AA O S AN AA O S AN
9. When I’m with members o f  my family, all o f  my attention is focused on them AA O S AN AA O S AN
10. Intense moments o f  family connection make life feel meaningful to me AA O S AN AA O S AN
Describe one or more fam ily situations in w hich you were deeply involved and enjoyably challenged.
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Almost Always 
(AA)
Flow Statement:
Often
(O)
Sometim es
(S)
Context I: 
Nonclassroom- 
Bused 
Activities
Almost Never 
(AN)
Context II: 
Classroom- 
Based 
Activities
1.
2.
1 get so caught up in playing sports that 1 lose track of everything else 
When I'm participating in athletics, 1 am so focused on the game that my
AA O S AN AA O S AN
movements seem to come naturally AA O s AN AA O S AN
3. I feel completely immersed in what I'm doing when I’m exercising AA O s AN AA 0 S AN
4. When 1 totally concentrate on doing sports or dance, everything fits together AA O s AN AA O S AN
5. I don’t even thing about m yself when I’m deeply involved in sports or dance AA O s AN AA O S AN
6. 1 feel as if  I’m stretching my abilities when I compete against a difficult
opponent in sports A A O s AN A A O S AN
7. I take risks when I’m challenged to the best o f  my physical abilities AA O s AN A A O S AN
8. When I’m totally absorbed by participating in sports, I don’t want to stop A A O s AN AA O S AN
9. I get a great sense o f  accomplishment from meeting challenges that
stretch my physical abilities A A O s AN A A O S AN
10. 1 find m yself so involved in athletic/fitness activities that 1 forget about the time A A O s AN A A O S AN
D escribe one or more physical situations in w hich you were deeply involved and enjoyably challenged.
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CR
Alm ost Always Often
(AA) (O)
Flow Statement:
Sometim es
(S)
Context 1: 
Nonclassroom- 
Bascd 
Activities
Alm ost Never 
(AN)
Context II: 
Classroom- 
Based 
Activities
1. When I’m working creatively, I feel completely absorbed in what I’m doing AA O S AN AA O S AN
2. Exploring new  and different ideas is  exhilarating AA O S AN AA O S AN
3. I get so  caught up in m aking som ething unique that the tim e flies AA O S AN AA O s AN
4. W orking with new  ideas inspires m e to explore further AA 0 S AN AA O s AN
5. I am com pletely focused in m y work w hen I’m creating AA 0 S AN AA O s AN
6. The actual process o f  creating is  enjoyable AA O S AN AA O s AN
7. 1 feel in harmony with n iy se lf  w hen I am d evelop in g  som ething unique AA O S AN AA O s AN
8. I seem  to have a strong sense o f  what w orks and what d oesn ’t work
w hen I’m creating AA O S AN AA O s AN
9. M y efforts coordinate sm ooth ly w hen I’m im m ersed in a creative project AA O S AN AA O s AN
10. W hen I’m working on a product, I get so  involved  that I don’t want to stop AA O S AN AA O s AN
Describe one or more creative situations in w hich you were deeply involved and enjoyably challenged.
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Alm ost Always Often Som etim es Almost Never
(AA) (O) (S) (AN)
Flow Statement: Context 1: Context II:
Nonclassroom- Classroom-
Based Based
Activities Activities
1. In m om ents o f  deep reflection, I lose track o f  tim e AA O S AN AA O S AN
2. I feel inspired w hen I experience a strong spiritual connection AA O S AN AA O S AN
3. When I experience the beauty o f  nature, I feel a strong sense o f  peace AA O S AN AA O S AN
4. I get a sense o f  purpose w hen I am able to connect in spiritually AA O S AN AA 0 S AN
5. D aily prayer or m editation strengthens m e AA O S AN AA O S AN
6. When I p lace m y concerns with a pow er beyond m yself,
I get a sense o f  peacefulness AA O S AN AA 0 S AN
7. When I act in accordance with m y spiritual b eliefs, I feel a sense o f  control A A O S AN AA O S AN
8. I feel m y best w hen 1 do what 1 know is right AA O S AN AA O S AN
9. A deep sense o f  appreciation runs through m e
when I’m  surrounded by nature’s glory A A O S AN A A O S AN
10. W hen 1 rest in the w isdom  o f  a spiritual power, I feel a sense o f  security A A O S AN A A O S AN
Describe one or more spiritual situations in which you were deeply involved and enjoyably challenged.
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